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Preface

The National Evaluation of the Even Start Family Literacy Program was a four-year
national effort designed to describe the types of Even Start projects that were funded, the
services provided, the collaborative efforts undertaken, and the obstacles to program
implementation that were encountered. The evaluation also describes the families that
participated in Even Start, the services they received, and the effects of Even Start
participation on children’s school readiness; parent’s literacy, parenting, and personal
skills; and family stability and resources. Finally, the evaluation provided assistance to
Even Start projects to conduct locally-designed evaluaticns, and to prepare and submit
applications to the Department of Education for entry into the National Diffusion Network.

This is the final report from the National Even Start Evaluation. It provides descriptive
information about the first four cohorts of Even Start projects (340 projects first funded
in the fall of 1989, 1990, 1991 or 1992j, as well as findings about program impacts
based on data from the first two cohorts of projects (120 projects first funded in the fall
of 1989 or 1990).
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To be eligible for Even Start, a family must have an adult who is eligible to participate in
an adult education program under the Adult Education Act, and who is a parent of a child
under than eight years of age who lives in a Chapter 1 elementary school attendance
area. Even Start projects must provide participating families with an integrated program
of early childhood education, aduit basic skills training, and parenting education. The
program’s design is based on the notion that these components build on each other and
that families need to receive all three services, not just oine or two, in order to effect
lasting change and improve chiidren’s school success. As a "family-focused” rather than
parent- or child-focused program, Even Start has three interrelated goals:

to help pareris become full partners in the education of their children,
to assist children in reaching their full potential as learners, and
®  to provide literacy training for their parents.

Even Start began as a federal demonstration program administered by the U.S.
Department of Education (ED) that provided school districts with four-year discretionary
grants for family literacy projects. According to the Even Start statute, when the program
is funded for $50 million or more per year, it must be administered at the state level.
Thus, in 1992, most grant-making responsibilities were delegated to the states although
the federal government remained responsiblie for grants for Migrant Education projects and
grants to Indian tribes and tribal organizations. Each state’s share of Even Start funds is
based on its proportion of Chapter 1 Basic Grants funds. States hoid grant competitions
and make subgrant awards. The statute specifies that each Even Start subgrantee must
receive a minimum of $75,000 per year. Exhibit 1.1 summarizes Even Start’'s funding

history and Exhibit 1.2 shows the location of Even Start projects first funded in the fall
of 1989, 1990, 1991, or 1992.

Exhibit 1.7
Even Start Funding History
Fiscal Year " Federal Funding Number of Projects
1989 $14,820,000 76
1990 $24,201,000 123
1991 $49,770,000 234
1992 $70,000,000 340
1993 $89,123,000 440
1994 $91,373,000 450

Exhibit reads: In fiscal year 1991, $49.8 million of federal funding was used to provide Even Start
grants to 234 local projects.

Source: U.S. Department of Education, Office of Policy and Planning.
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' Exhibit 1.2

Location of Even Start Projects
(Projects First Funded in 1989, 1990, 1991, and 1292)

Source: U.S. Department of Education, Office of Policy and Planning, April 1994.

Mandate for the Evaluation

Section 1058 of the Even Start legisiation required an independent national evaluation of
the projects funded under Even Start. This section reads as follows:

fa) Independent Annual Evaluation. The Secretary shall provide for the annual
independent evaluation of programs under this part to determine their
effectiveness in providing:

(1) services to special populations;

(2) adult education services;

(3) parent training;

(4) home-based programs involving parents and children;
(5) coordination with related nrograms; and

(6) training of related personnel in appropriate skill areas.
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Chapter Two
Design of the Program and the Evaluation

This section describes the basic design of Even Start programs as well as the design of
the evaluation. Subsections include:

e Even Start Program Design
e  Research Questions for the Evaluation
° Components of the Evaluation

Even Start Program Design

The Even Start legislation mandates the major components of each local Even Start
project. However, the legislation allows grantees great flexibility in devising projects to
meet local needs. For example, Even Start encourages loca! staff to draw on available
program models and to collaborate with existing service providers to create projects that
are tailored to the needs of local families. Hence, Even Start can be regarded as a "family
literacy laboratory” in which many different strategies are being tried.

Exhibit 2.1 presents a conceptual model of Even Start, depicting the types of activities
conducted and the causal chain anticipated as a result of those ac.ivities. Projects are
characterized as having a set of program inputs that influence program processes, which
in turn produce outcomes for parents and children. At each level (inputs, processes and
outcomes), a set of contextual variables act as mediators. Examples of measurable
indicators are provided for each major set of variables shown in the model.

The model shows that local projects can vary in many ways. For example, projects must
make cecisions about what services to provide directly and what services to provide
through referrals, priorities for targeting children and adults (e.g., age of child, family
language), the extent to which core services for families are to be integrated (e.g.,
whether activities in parent education should reinforce learning in adult education),
whether to use an existing educational mede! and materials for delivering early childhood
and adult basic education services, strategies for recruiting and retaining program
participants, the role that parents play in the project, and staff development activities.

Even Start projects are designed to use and build on existing educational and social
services. Federal Even Start funds are to be used to coordinate existing services as well
as to provide services which are not locally available. Many Even Start projects use case
managers, parent liaisons, or family advocates as key staff in the provision of coordinated
services. Case managers conduct needs assessments and have ongoing contact with a
number of families at centers and through home visits. They are responsible for the direct

Design of the Program
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provision of some services as well as for ensuring that participating families take
advantage of other services.

Even Start law requires that projects provide three core services:

e Early childhood education to meet the early education needs of children
from birth through seven years of age, designed to enhance development
and prepare children for success in school.

e  Adult education to develop the basic educational and literacy skills of the
adult including adult basic education {ABE), adult secondary education
(ASE), English as a second language (ESL), or preparation to attain a
General Education Development (GED) certificate.

. Parent education to enhance parent-child refationships and help parents
understand and support their child’s growth and development.

ED regulations require that each family will participate in all three core services. Projects
are free to choose the specific instructional strategies used in each of these core service
areas. In addition, Even Start projects can decide to focus educational activities for
children on a narrower age span than the birth through seven range that is required to be
served by the legislation. Finally, Even Start projects are required to provide some core
services to parents and children in joint sessions and to provide heme-based services that
are instructional in nature.

Even Start projects must build on existing local services. Thus, depending on available '

servires. anv ar_all of the core services mav hea nravided hv staff funded thrauab Fve




It is also hypothesized that Even Start will have a positive impact on children’s school
readiness and school achievement. School readiness variables include age-appropriate
cognitive, language, and social skills. Once children enter school, outcomes might include
satisfactory school performance, and improved school attendance, as well as a lower
incidence of special education, remedial placement, and retention in grade.

What differentiates Even Start from Head Start and other "child-focused™ programs is
Even Start’s dual focus on both aduits and children in the same family. Even Start’s
hypothesis is that short- and long-term effects on children will occur both directly,
through the provision of early childhood education services, and indirectly, through effects
on their parents.

Research Questions for the Evaluation
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What is the relationship between amount of home-based services, amount
of parent/child together services, length of participation, and outcomes for
children? Outcomes for parents?

How do parents’ attitudes/expectations, basic skills, and patterns of parent-
child interactions relate to children’s school readiness or achievement?

Do adults participating in Even Start have better retention and/or attendance
in ESL or ABE programs than adults in regular adult education programs?

Based on information about the services provided, is it possible to identify
a set of Even Start "models"” that exhibit variation in design and service
delivery? Are some Even Start models more effective than others in terms
of enhancing adult basic skills, children’s school readiness, and parents’

behaviors and expectations? Are some Even Start models particularly
cost-effective?

Across Even Start projects, are there practices or components that are
particularly effective?

In addition to the above questions, which were used to help design the evaluation, the
Department of Education raised other research questions during the life of the project.
Not all of these newer questions can be directly answered by data collected for this
project.

How well was the federal funding on the program spent?
How many of the projects were well-implemented?

What are project “"best practices?” What types of projects or program
eclements work best under what conditions?

How does the program compare to alternative programs addressing the
same problem? lIs it more effective? How do the costs compare?

What is the program’s impact on its target population and service delivery
structure?

How well does the basic Even Start model work?

Components of the Evaluation

A four-component evaluation was designed in order to address the questions listed above
(see Exhibit 2.2). The componerts include: (1) the National Evaluation Information
System (NEIS) for all Even Start projects, (2) an In-Depth Study of ten projects, (3) other

Design of the Program
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Exhibit 2.2

Components of Even Start Evaluation

National Evalu- All Even Start Participant charac- Parent Quest., All years Who participated? Descriptive Lecal project Abt/RMC
ation Informa- projects and teristics, coordi- Family Service How is the program analysis, review evaluation
tion System participants nation, services, Log, Project implemented? against Even Start
(NEIS) implementation, Quest. How much service ie goals
coets received?
What is the school Compare partici- Local project Abt/RMC
Outcomes: school Child and aduit 2nd-4th readiness status of pants’ status and evaluation
readiness, adult tests {PSI, children? progress to norms
literacy skills, PPVT, CASAS), What is the literacy and other programs
parent/child parent level of udults? Do for similar
interaction interviews adults attend aduit populations
education regularly?
In-Depth Study | Ever Start partici- Participant charac- Observation;in- 2nd-4th What are the short Compare against Abt and local Abt
pants and control teristics, coordi- depth data on and long-term effects control group data projsct
group .-om 10 nation, services, participants and of Even Start on and against data evaluation
selactec Even Start implementation, sarvices;parent children, parents, and | from other nationat
projects school performance, and staff inter- families? What programs
adult literacy, views; desgign models work best?
parent/child for longitudinal What aspects are key
interaction, costs study of chil- to success?
dren
Local models Even Start projects Participant charac- Testing and 3rd-4th Is the project Compare gains Local project Local
evaluation that qualify teristics, coordina- parent exemplary? lsita within the project evaluation project
{PEP/NDN tion, services, imple- interviews transferrable model? to those of similar evalu-
qualification) Even Start mentation, costs focal famities or to ation
participants and school readiness, national norms
comparison/control adult literacy,
group, if appropriate parent/child
interaction
Other Incul Conducted at local Additional Praposed in All yoars How does the project Depends on Local project Local
evaluation lavel information desired project meet specified local questions evaluation project
naads by tocat application noeds? budget avalu-
administrators ation
budget
h - . ‘\-r - AL 4 b







Exhibit 2.3
Summary of Cohort 3 and 4 Data Submissions
Form of Submission Percent of Projects

On-Disk Only 53%
Hard Copy Only 14%
Both Disk and Hard Copy 16%
Serving No Families' 6%

Late/No Submission 11%
TOTAL 100%

'These were projects in their first year that received funding late in the year and were not yet enrolling
families by the date of data submission.

] The In-Depth Study was implemented with 10 projects, purposively
selected from the first cohort of 73 Sven Start grantees.

. Projects were selected based on a number of criteria, including
geographic location, level of program implementation (e.g., providing
full range of Even Start services, program fuily operational) and
willingness to participate in the In-Depth Study.

o Families were randomly assigned to Even Start or to a control group
in as many of the In-Depth Study projects as possible. Five of the
ten In-Depth Study projects implemented random assignment.
Where random assignment was not possible, no comparison group
was assigned. The five non-randomized projects contributed
information to the descriptive and cost components of the study.

° The In-Depth Study plan called for about 20 Even Start families and
20 control group families in each project. In total, sample sizes were
about 200 Even Start families (20 per project for ten projects) and
100 control group families (20 per project for five projects).

. The In-Depth Study sample focused on families with children three
or four years old. Project staff used this as a criterion for recruiting
families to participate in the study.

® Recruitment of families occurred in the summer/fall of 1991,
assignment to grouos and pretest data collection occurred in the fall

Design of the Program
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of 1991 through January 1992. Posttest data were collected in the
summer of 1992 and again in the spring of 1993.

. Site visits by Abt staff were conducted in the spring of 1991 (to
describe programmatic activities), in the spring of 1992 (to describe
program costs), and again in the spring of 1993 (to obtain project
director’s reflections on Even Start).

Other Local Evaluation Activities

After grantees met requirements for the National Evaluation Information System and the
In-Depth Study, they were free to conduct other local evaluation activities. Local
evaluation activities could be funded through the projects’ evaluation budget, but had to
be approved by the Department of Education, typically through the continuation grant.

Local Application for PEP/NDN Qualification

The final component of the evaluatiorn was primarily the responsibility of individue Even
Start grantees. In accordance with Section 1058(c) of the Even Start legislation, goal
of Even Start was that projects should submit evidence of their effectiveness for approval
by the Department of Education’s Program Effectiveness Panel (PEP). Approval by PEP
results in entry to the National Diffusion Network (NDN) and national recognition as a
model program worthy of emulation. After entry to NDN, the project may apply to NDN
for additional dissemination funds as a developer/demonstrator project.

Starting in 1993, Even Start projects also could apply to a new NDN dissemination center
on family literacy in order to obtain ay:proval and recognition of their program. The
National Center for Family Literacy in Louisvilie, Kentucky now has authority to identify
exemplary family literacy projects for inclusion in the National Diffusion Network.

Design of the Program
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Chapter Three

Description of Even Start In-Depth Study
Projects

To help readers understand how Even Start projects operate, this sect’an describes the
characteristics of participating families in each of the ten In-Depth Study projects as well
as the programmatic activities undertaken in each project during the 1990-91 program
year. More complete descriptions appear in the technical appendix to this report.’ This
section includes the following topics:

Characteristics of Families in In-Depth Study Projects
Overview of Project Activities

Synthesis of Implementation Activities and Issues
Changes in Service Delivery Strategies from 1221 to 1993

Characteristics of Families in In-Depth Study Projects

Exhibit 3.1 summarizes the characteristics and number of families participating in the ten
In-Depth Study Even Start projects during the 1990-91 program year. These projects
serve families with a range of racial/ethnic characteristics, including Hispanic, black,
white, Native American, Hmong, and Afghani families. Four projects (Birmingham,
Billings, Reading, and Richmond) have the capacity to accommodate between 30 and 50
families in the program at one time. Three projects (Phoenix, Indianapolis, and Estill)
serve 60 to 70 families. Golden and Albuquerque are larger projects, with 90 to 100
families participating, and Waterville is the smallest program with 20 to 25 families
maximum,

Exhibit 3.1 also shows the ages of the children targeted for educational activities. Most
projects offer some activities or services for all children in the full Even Start age range
as well as special events for all family members. Some of the projects focus on a
narrower age range for structured educational activities with children. Typically, projects
offer classes for preschool children who are between three and five years of age.

'These descriptions were written based on 3-day site visits to each of the 10 projects
during the spring of 1991.

Even Start Description of In-Depth
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Education Center. Home visits take place once a week for an hour; parent meetings or
"group home visits” take place once a month at one of the housing projects.

Phoenix, Arizona. Program activities revolve around preschool classes for children ages
three and four that are held in portable classrooms on the campus of the Butler
Elementary School. Parents volunteer in their child’s classes at least twice a month:
attend parent workshops at least twice a month; and participate in "Read-to-Me" sessions
once a month. ESL and GED classes are provided in the evenings by the Rio Salado
Community College, with Even Start staff providing child care. For adults who are
reluctant to go to classes or not ready for GED instruction, there is one-to-one literacy
tutoring available through the local chapter of the Literacy Volunteers of America. Home
visits are conducted by the early childhood education teachers and aides once a month
for families of four-year-olds and once a week for families of three-year-olds.

Golden, Colorado. This Even Start project is based on a case management model in
which five parent liaisons work with 18 to 20 families each to help aduits participate in
adult basic education classes and enroll children in early childhood education classes. In
addition, the liaisons plan and implement parenting activities during biweekly home visits.
The project collaborates with the Jefferson County school district to provide aduit
education, paying tuition for adults to attend the district’s ESL, GED preparation, or high
school diploma programs. Preschool age children attend one of the district’s lLanguage
Development preschools, Head Start, or day care.

indianapolis, Indiana. The Indianapolis Even Start project is an adaption of the Kenan
Trust Family Literacy Project model where parents and children attend educational
programs at the same site. Parents and children attend classes four afternoons or four
mornings a week. While parents are in adult basic education classes, their three- and
four-year-olds are in a preschool based on the High/Scope curriculum. Parents spend one
half-hour in their children’s classroom each day working on activities together. One hour
per weex parents meet with a social worker for a group discussion on parenting issues
or to hear a guest speaker. Home visits are conducted on Fridays by two-person teams;
each family receives a home visit about every six to eight weeks.

Waterville, Maine. This is primarily a home-based project. Adult basic education,
parenting, and parent-child activities are all provided by home visitors, with the curricujum
tailored to the needs of each family. All together, each family is visited for between four
and ten hours a week by two or three different visitors. There also are monthly potluck
suppers for the whole family and parent discussion groups without the children. The
project collaborates with Head Start to provide a structured early childhcod program.

Billings, Montana. The project offers educational activities for children from birth through
age five at the Even Start center. While children are in classes, their parents receive adult
education at the school district’s Adult Education Center a few miles away. The program
also works closely with the JOBS program, and offers child care and parenting classes
for JOBS participants who are taking adult basic education classes at the adult high
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Albuguerque, New Mexico. Project activities center around the Even Start sites at two
elementary schools. At each site, there are half-day preschool classes twice a week for
children ages three to five. For ch.dren one and two years old, the early childhood
education teachers do home visits. Adult education options inciude ESL and GED classes
at the Even Start sites provided by staff from the Albuquerque Technical-Vocational
Institute and Southwestern Indian Polytechnical Institute. In addition, tutoring is offered
by the Albuquerque Literacy Program, an affiliate of Literacy Volunteers of America.
Parents have a choice of activities to consider in order to complete the parent education
component, inciuding monthly parent meetings and volunteering in their child’s classroom.

Reading, Pennsylvania. The Reading Even Start Project offers activities for parents and
children at four community sites, including elementary schools and a local community
college. Parents attend GED and ESL classes while their children are in the Even Start
early childhood education component. The project serves children in the full range from
birth through age seven, and all of the classrooms have mixed age groupings. Classes are
offered in the morning or afternoon three or four days a week, depending on the site.
Parent education takes place during parent discussion groups, parent-child time in the
classroom, and home visits.

Estill, South Carolina. The Estill Even Start project is structured sequentially in four time
cycles. Each cycle has a different emphasis: Cycle One, offered during October and
Movember, focuses on parenting; Cycle Two runs from November through January and
provides Life Skills; Cycle Three provides computer skills and literacy/GED training from
January to June; and Cycle Four is the summer program offered during June and July.
The project focuses on children who are four and five years old. Children attend either
the district kindergarten or Head Start classes while their parents participate in the various
nine-week segments. Even Start staff conduct monthly home visits to check in with
families and share instructional materials.

Richmand, Virainia, The Richroand Even $tart proiget provides adult education and early




Adult Education

Adult Education Activities. Even Start projects offer a range of activities designed to
enhance adult basic skills. Almost all projects report that they provide services for adults
to attain a GED certificate; a majority of projects also offers services in aduit basic
education and aduit secondary education. Many projects offer services in English as a
second language.

The ten In-Depth Study projects offer a range of activities to enhance adult basic skills.
All programs have special features that they use to augment their adult education program
and make it more responsive and appealing to adult learners. Exhibit 3.2 lists some of the
special features of the adult education programs in these ten sites, including computer
labs, literacy volunteers, writing programs, academic counselors, parent newsletters,
home-based instruction, and credit for life experiences.

A number of projects incorporate computers into their instructienal program for adults.
in Birmingham and Estill, adults use the IBM PALS program. The PALS curriculum is a
100-hour instructional program designed to teach computer and literacy skills to students
who read at or below the fifth-grade level. in Indianapolis, the adult education classes
use computers purchased with a grant from the National Center for Family Literacy and
Apple Computers. Students use the computers for math, geography and word-processing
skills. The computers are linked to the Even Start project in Oregon, which also has an
Apple grant, and the two projects have instituted a pen pal program among adulits. in
Reading, adult learners use computers to create monthly newsletters.

Several of the Even Start programs incorporate real-world reading materials into adult
education classes. In Indianapolis, the adult classroom receives USA Today that students
read daily and Classline Today, a one-page list of questions and projects linked to USA
Today that students complete as homework. The Even Start project in Albuquerque
receives from local publishers 100 copies of newspapers that they send home with the
children. The project has run workshops for parents on how to use the paper and tries
to get two pieces of literacy materials intc the home each week. The "Life Lab” in the

Richmond project illustrates another way that newspapers can be used to encourage
reading and thinking skills.

Adult Education Challenges. One of the challenges of aduit education expressed by staff
is the extent to which it focuses on GED preparation. Some programs offer adult
education classes specifically geared to the GED test and incorporate GED workbooks into
adult education classes, while others provide general instruction in basic skills such as
reading, writing and math. Some project staff have expressed concern that attainment
of the GED certificate is seen as a key outcome of the success of Even Start, yet for
many adults the GED is a long-term or possibly even unrealistic goal.

When to offer the adult education activities also has been a challenge for some projects.
A number of sites offer adult education classes during the day when children are in early
childhood classes. This option has several advantages: transportation arrangements can
be coordinated for adults and children; the early childhood program may meet parents’

Even Start Description of In-Depth
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Writing a Newsletter in Reading, Pennsylvania

The adult education classroom at the Amanda Stout elementary school
is located next to the children’s classroom and has several rectangular
tables where parents work. Five women are working on a monthly
newsletter. Two women are sitting together at one table writing their
stories out on lined paper and referring to the dictionary placed on the
table between them for help with spelling. Another woman is working
on an Apple computer, entering her story and selecting the graphics to
accompany the words. The women are chatting in Spanish but writing
in English. The teacher moves from one table to the next, offermg help
and suggestions to the adult learners.

On the wall of the classroom are sample stories from previous
newsletters. In some articles, parents write about outings with their
children and weekend visits to family members, illustrated with pictures
of butterflies and kites. Other articles include personal descriptions and
family recipes. All of the articles have bylines or other statements
identifying the authors.

Parent Education

Parenting Education Activities. Parent education activities include group discussions,
hands-on activities, home visits, and guest speakers. Projects tend to use materials from
a variety of curriculum sources rather than relying on one source exclusively. Some of
the commercially available materials that are used include Bowdoin Parenting Education,
Systematic Training for Effective Parenting (STEP), Dorothy Rich’s "Megaskills," and Head
Start’s "Looking at Life.” The frequency of activities varies across the ten In-Depth Study

sites from one hour a week of regularly scheduled activities to special parent meetings
once a month.

Parent-child activities and home visits also enhance parents’ knowledge and skills. Exhibit
3.3 summarizes the frequency and types of parent-child activities offered in the ten In-
Depth Study sites. Examples include center-based activities with parent volunteers in
classrooms, pot luck suppers, and evening meals.

Even Start Description of In-Depth
24 Study Projects
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Exhibit 3.3

Parent-Child Activities in In-Depth Study Projects
(1990-91 Program Year)

Project Center-Based Activities Home-Based Activities
Birmingham, AL Volunteer in the ECE Weekly home visits; monthly
classroom once/month "group” home visits at
housing project
Phoenix, AZ Monthly "Read-to-Me" Weekly bome visits for
sessions; volunteer in ECE parents of 3-year-olds;
classroom twice/month monthly home visits for
parents of 4-year-olds
Golden, CO -- Home visits twice/month
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"Life Lab" in Richmond, Virginia

Parents start the first half-hour of each day in "Life Lab," where they
read the morning paper. The class is divided into three groups, each
with four or five women sitting around a table. Every adult has a copy
of the Richmond daily newspaper and each table has a dictionary.
Participants help themselves to coffee from a large pot on one side of
the room.

The groups discuss different issues presented in newspaper articles. At
two of the tables, adult education teachers serve as facilitators. At the
third table, the Even Start adults are running the discussion themselves
because one teacher just left on maternity leave. As one group reads an
article about taxes, the adult education teacher offers information about
different types of taxes and the uses of this money for public services.
Another tables is reading an article about a local crime. Morning
discussions may range from current events to comments about sales or
ceupons at local stores. Each student takes the paper home at the end
of the day.

Phoenix runs monthly "Read-to-Me" sessions, described below, that serve multiple
purposes of emphasizing reading, encouraging parents and children to spend time together
in educational activities, and getting more reading materials into the families’ homes.

Home visits provide an opportunity for project staff to interact with parents and children
in a less formal way than in a structured classroom. Many staff described the benefits
of going to families’ homes, such as getting to know the whole family and letting parents
know that they care enough to come to their home. All of the In-Depth Study projects
conduct home visits, with the exception of Richmond. These home visits generally have
multiple purposes that include modeling for the parent some educationai activity with the
child, leaving toys and books in the home, and maintaining contact with families. A
description of a home visit in Indianapolis is presented below.

A number of projects encourage or require parents to volunteer in their child’s classroom
which fosters positive interaction with their own children and use of appropriate activities
to enhance their young children’s development. Three of the projects incorporate Parent
and Child Together (PACT) time, a feature of the Kenan model of family literacy programs,
into their program and have parents spend between 30 and 45 minutes every day in their
child’s classroom working on activities together. In Indianapolis, the joint parent-child
activities for PACT time are chosen either by the child, the parent, or the teacher.
Because staff realized that parents became bored when their children always select the
same activity, they have parents select the activity on one day, the children on two days,
and the staff on one day each week. In Richmond, the specific activities that parents
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work on during PACT time are planned by the early childhood teachers in concert with the
adult education teachers. The children also have some say in the specific activities and
often choose activities before their parents arrive.

A "Read-to-Me" Session in Phoenix, Arizona

The parent-child activity, led by two early childhood education teachers,
is attended by about 15 mothers and 20 children. The mothers and their
children sit together around tables in the preschool classroom. Younger
siblings are in the next room with three classroom aides. The theme is
"peek-a-boo" books (i.e., books where somecne or something is hiding
either literally under a flap in the book or somewhere in the picture).
The teachers read three books to the group, going page by page and

asking questions along the way, encouraging children to get involved
(and they do--calling out answers, telling where objects are hiding). The
session is a mixture of English and Spanish.

After the stories are read, the parents and children make their own peek-
a-boo books to take home. Parents have the choice of making a book
with English or Spanish text. The teachers explain to the parents how
to make the book, pass out all the materials that they need, and
encourage the parents to let it be a joint activity with their children. The
materials include paper printed with a sentence identifying a hidden
object, "flip-up” pieces of paper that the teachers and project director
made with a die-cut machine, and stickers of the objects named on the
page. The goal of the session is to have the parents read the text to the
child and have the child select the sticker that matches the text.

When all of the pages are complete, the mothers use yarn to bind the
pages into a book. This turns out to be a difficult task for some
mothers, and there is a lot of discussion and help rendered by mothers
at the same table. The teachers also circle around to help. The session

lasts about an hour, with parents and children taking their new book
home.

Parenting Education Challenges. Staff from several projects discussed the profound need
that participating families have for social services. Some projects employ social workers
to address these needs. In other sites, staff felt that it would be a great help to have a
professional social worker available for families. In many sites, staff talked about the extra
roles and responsibilities they take on to help families negotiate with local educational,
medical, or social service agencies. Staff also discussed their concerns about the need
to help families without "coddling" them, and the importance of being open with families
while keeping some professional distance.
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It seemed clear that staff were compassionate and wanted to help families overcome the
many problems they face, yet additional roles beyond teacher or home visitor could easily
become overwhelming for staff. This is an area where Even Start project directors must
make important resource decisions. Some projects have chosen to hire social workers
specifically to deal with social service needs, while other projects expected that these
tasks could be assumed by staff with training in early childhood education or adult
education. It is not clear which approach is more effective, and it is likely that the best

approach for a given site depends to a great extent on the characteristics of the
population being served.

Projects that include joint parent-child time in the early childhood classroom described this
activity as both a benefit and a challenge of the program. As one early childhood teacher
commented, parent-child time is the "heart" of the program that makes it unique and,
without it, "this would be just another program for disadvantaged children.” Yet at the
start of the year. staff report it is hard to get parents and children to play together
because parents may be uncomfor:able or unsure of how to play with their children or
reluctant to let children do things like using scissors on their own.

Early Childhood Education

Early Childhood Education Activities. The Even Start projects in Phoenix, Indianapolis,
and Richmond base their preschool classrooms on the High/Scope curriculum which
centers around key areas of cognitive development such as language, representation,
classification, seriation, numbers, spatial relations, and time. The district preschools with
which Estill collaborates also are based on High/Scope. The curriculum gives children the
opportunity to make choices at all times by building classroom activities around a
sequence of "Plan/Do/Review": "Plan" is when children choose their activities, "Do" is the
work part of the day, and "Review" is recalling what activities took place. The
High/Scope curriculum also encourages the use of "life size” materials in the classroom

such as real cereal boxes, telephone books and full-size pots and pans in the
housekeeping area.

Another manifestation of the High/Scope model is the use of labels and symbols in the
room. For example, in Indianapolis, on the shelves that hold art materials, there are
pictures of crayons under the crayon boxes; on the shelves where the blocks are stored,
there are different shapes of paper taped to the shelves to correspond to the various

shape blocks. The symbols help children put things back in the right place and also
reinforce cognitive matching skills.

The early childhood classes in Birmingham and Albuquerque incorporate similar planning
strategies. In Birraingham, the preschool children choose play centers such as the sand
table, kitchen area, or manipulative toys. The teacher specifies how many children can
be in each center and the children tell her where they want to work. The teacher puts
on music during play time and the children know that when the music is turned off, it is
time to clean up from that activity and gather for group story reading. In Albuquerque,
classroom activities revolve around small group activities, called "committees,"” that the
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Exhibit 3.4

Staffing Arrangements Among In-Depth Study Sites

(1990-91 Program Year)

Project

Birmingham, AL

Phoenix, AZ

Golden, CO

Indianapolis, IN

Waterville, ME

Billings. MT

Albuquerque, NM

Reading. PA

Estiil, SC

Richmond, VA

Adult Education

District teachers

Community college
teachers; literacy
volunteers

District ABE teachers

Even Start teachers

Even Start home
visitors; district ABE
teachers

District teachers

Community college
teachers; literacy
volunteers

Even Start teachers:
community college
teachers

Even Start teachers;
district ABE teachers

Even Start teachers

Parent Education and
Parent-Child Activities

Even Start facilitator;
district parent education
coordinator; Even Start
home visitors

Even Start ECE teachers

District ABE teachers;
Even Start parent liaisons

Even Start social
workers; ABE teachers
and ECE teachers

Even Start home visitors

Even Start family
advocates

Even Start ECE teachers

Even Start ABE and
ECE teachers and home
visitor

District teachers; Even
Start project director and
social worker

Even S:art ABE teachers;
Richmond Early
Learning Center teachers

Early Childhood
Education

— —

Even Start teachers

Even Start teachers
and aides

District preschool
and Head Start
teachers

Even Start teachers
and aides

Head Start teachers

Even Start teachers

Even Start teachers
and aides

Even Start teachers
and aides

District and Head
Start teachers

Richmond Early
Learning Center
teachers and aides

Even Start
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the floor, turning off the TV, and keeping interruptions to a minimum. The program also
makes a special home visit to families that have missed four classes without a reason:; if
attendance does not improve, a letter is sent telling the family they will be dropped from
the program if they do not come to classes. While project staff are always reluctant to
have families drop out of the program, they recognize it is necessary when families are
no longer actively participating in order to offer that slot to other interested families.

Projects also provide tangible rewards for participation. In Birmingham, where staff found
that attendance was hardest to maintain during the summer, parents were given prizes,
such as a fan or books, for participating in parenting classes. in Albuquerque, in addition
to giving out newsnapers, evening parent meetings included a brief award ceremony
where parents are given t-shirts for perfect attendance. In Richmond, parents who
maintain good attendance for two to three weeks get a paperback dictionary to take
home. On-time attendance for two days in a row also earns a $1 certificate in the Even
Start "store” where parents can buy deodorant, detergent, toothpaste, vitamins, and
other items they have requested.

Other incentives to participate are woven into program activities. For example, in Estill,
where families come from a distance of 30 miles to the classes, the evening sessions
start with a dinner where parents, children, and staff eat together. In indianapolis, the
project stresses the importance of recognizing that parents are students. The project has
set up a separate lounge where they can smoke and has installed vending machines
cutside the adult basic education classroom so that parents can bring soda and snacks
into class. Reading established a Parents’ Council, which consists of two parent
representatives from each of the four sites, that meets every two months with the
program administrative aide/van driver and the home visitor to give parents a chance to
express their concerns and offer suggestions.

Special events are another way that programs try to connect with families. In Phoenix,
a Saturday family outing, paid for by the Coors Literacy Foundation, attracted about 220
people. A local puppet theater provided entertainment, local newspaper women showed
the adults how to use the newspaper in everyday life and each family was given a year’s

subscription to the local paper (worth about $100). In addition, a church gave each
family three books.

Two projects have started a mentoring program linking parents with aduits from the
community. Indianapolis began a mentoring program as a way to provide as much
support as possible to adults in the program, to provide positive role models, and to
increase retention. The project developed a packet of information that describes the
mentoring program, outlines the role of the mentor for parents, the parent's
responsibilities, the guidelines and ground rules for mentors, and the rationale for the
mentoring prcgram. For example, the materials tell both the parents and the mentors that
the relaticnship is one of sharing thoughts and feelings and should not involve loaning
money or buying things for the families, and informs the mentors that any concerns about
the families or need for social services should be directed to the Even Start social
workers. In Richmond, a few students meet with black women who are part of a
mentoring program from the Junior League and talk about job skills.
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Changes in Service Delivery Strategies from 1991 to 1993

A set of one-day follow-up site visits was conducted in the spring of 1993, two vears
after our initial visits to the In-Depth Study projects. We found that during this period,
all projects had refined, modified, and revamped program activities in order to improve the
services offered to families. We summarize below the areas in which projects changed
their service delivery--ranging from the content of adult or early childhood education to
the processes by which families participate to the staff who provide services.

Content of Core Services

in all in-Depth Study sites, project staff agreed that the mission of their program has
remained the same, but that they continue to find ways to improve services provided to
families. For example, in Reading, the early childhood education staff began to use the
Child Observation Record system developed by High/Scope, and several of the early
childhood staff have rearranged their classroom environments after attending a
High/Scope workshop. In Billings, the staff-child ratio has improved, which has allowed
the staff to introduce more variety into the educational activities, especially with the
younger children. The Estill project has added a program component for older siblings
that focuses on building self-esteem; the group meets weekly with the social worker.

In many projects, staff continue to work to align parenting education more closely with
other core services by scheduling debriefing meetings for the project staff to discuss
families’ needs, or to integrate the ccntent of early childhood education lessons into
parenting discussions more completely. The Birmingham project conducts an annual
needs assessment to learn from the parents what they would like to have covered in
parenting education sessions.

In Richmond, the adult education staff has built more flexibility into the schedule for
parents so they can choose which subjects to study. Albuquerque, Phoenix, and
Birmingham are continuing to work with collaborators who provide adult education
services to improve the fit between what other agencies provide and what the Even Start
projects would like for their adult participants.

Recruitment and Retention

For most sites, recruitment has become much less of a chronic concern because projects
have established networks within their local communities and are known to families and
schools as well as to other service providers. In several sites (Birmingham, Golden,
Billings, Richmond), close collaboration with local JOBS programs has increased the pool!
of potential participants, and has eased recruitment challenges. But for two projects,
recruitment has been an issue over the past year, because the projects themselives are
uncertain about their future. Project staff in Golden struggle with decisions about
recruiting participants who could be meaningfully served in a year's time, and Waterville
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staff are focusing their efforts on the families already participating in the project rather
than adding new families.

Retention was mentioned by several projects’ staff as an ongoing issue. A number of
staff commented that the more mature the parent the greater the likelihood of a
meaningful commitment to participate. One strategy used to increase retention is to
establish attendance requirements, and families who do not meet the standard are
dropped by projects. Staff also mentioned that because recruitment has become less of
an issue, it has been easier to drop those families who have not met their commitments.
Some projects also provide incentives to children and parents for good attendance.
Parents at the Reading site developed a system whereby parents must notify other
parents--who serve as monitors--if they are not able to attend a session; this has helped
improve attendance a great deal.

Staffing

The project directors across all ten sites have remained in their jobs, although there has
been one change in the project director position, in Billings. Other staff have also
remained fairly stable, with some attrition but with a core group of staff remaining. In all
10 sites, there has been a group of core project staff for the duration of the project,
which contributes to the projects’ continuity.

Strengths and Challenges
Staff discussed several strengths of the Even Start program, including:
L The flexibility of the Ever Start model -- because the model itself can
change inresponse to participants’ needs, the model can continue to

serve its participants.

e The family-centered focus of the program which can accommodate
needs of parents and children simuitaneously.

° The collaborations -- projects are able to pull resources together for
families in ways that other individual service agencies had not been
able to do.

o Project staff are viewed as a source of strength for the project.

° Home visits -- staff in projects that rely upon the case management

approach (Billings and Golden) or use home visits as a primary mode
of service delivery (Waterville) believe that the harme visit component
represents a significant advantage of the Even Start model.
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® The length of the program allows participants and staff the
opportunity to establish meaningful relationships; families who have
not easily trusted service providers have a chance to become
comfortable with educational institutions.

Challenges implementing the Even Start program irclude:

® Support services -- projects cannot afford to provide compiete
coverage in such areas as child care or transportation and it is
difficult to get these services through collaborations. This is more of

a problem in projects that operate in multiple sites or on a staggered
schedule.

. Space is difficuit to find, particularly in oversubscribed schools and
community centers, not only in terms of sufficiency but in terms of
appropriateness for either young children or for adults.

. Heterogeneity of participants -- the ages of children range from
infancy to preschool, and teachers have to cope with widely
divergent developmental levels. For adults, teachers have to work
with students with varied backgrounds in English language
proficiency, in goals for participation in Even Start, and in
commitment to the project.

o Uncertainty of the future -- several directors commented that they
have encouraged their staff members to seek other employment
because they could not offer any job security.

Effectiveness of the Project

A reduced need to recruit actively was mentioned by nearly all project directors as one
indication of effectiveness. This translates into having to spend less effort recruiting
participants as well as less effort recruiting potential collaborating agencies. Many project
directors noted that the program is more effective for parents who are more mature, and
who are ready to make a commitment to change.

In Estill, a project that targets 4- and 5-year-olds, kindergarten teachers have remarked
that Even Start children are doing noticeably well in school, and that fewer Even Start
children are being retained in grade or are failing the compulsory exam for first-graders
than might be expected. Other projects also reported positive comments from
kindergarten teachers about how well-prepared the children are and that parents have
become involved in their children’s education.

A number of project directors also commented specifically about changes in families--that
fewer families had moved away (especially in areas with traditionally high mobility), that
parents were taking responsibility for their own behaviors and for their children’s
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behaviors, and that children were presenting fewer problems in school settings. One
collaborator commented that because the Even Start program is still changing, and
because it has not yet become institutionalized like Head Start, it can respond to local
needs much more effectively than can Head Start or other more established programs.

Relationships with Local School Districts

Every project director described the local school district as supportive of Even Start.
Some staff described relationships with the local Chapter 1 office and staff as more well
developed than with the classroom teaching staff because of the connections between
Even Start and Chapter 1 within the central office, and also because not many children
have yet entered first grade. In Reading, the project director reported that the project has
a strong relationship with the state Chapter 1 office in addition to its good relationship
with the local Chapter 1 office. In Phoenix, the preschool teachers and kindergarten
teachers have an annual "Switch Day" so each group can appreciate what the other
routinely faces.

One widespread comment was that Even Start has begun to influence what the schools
are doing. The project director in Golden reported that Even Start has helped schools
redefine what their mission is, and she takes that as a reflection of Even Start’s success
in working with hard-to-reach . families.  Administrators in Reading, Richmond,
Indianapolis, Phoenix, and Albugquerque concurred that the Even Start model of working
with the entire family has helped convince school districts of the importance of
establishing relationships with families before their children begin kindergarten. In
Waterville, classroom teachers have begun to make home visits; in Golden, the Chapter

] ’ t —_ . [ I IR EE DY N S T e A e

L_-..--..---




projects were concerned about the longer-term funding for their projects and the local
district’s or the state’s commitment to inter-generational literacy programs. What came
across from the entire group was that staff and collaborators alike believe that the Even
Start program has a future because the need for services remains.
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Chapter Four

Characteristics of Even Start Participants:
Who is Served by Even Start?

This section presents data from the NEIS that describe the families, children, and adults
that participated in Even Start during the 1992-33 program year in terms of househoid
composition, race and ethnicity, educational and employment status, primary language,
and other variables. There were 340 Even Start projects operational in 1993-93. Some
exhibits are based on 120 cohort 1 and 2 projects; others are based on 270 out of 340
projects across the four cohorts. The effects of these missing data are unknown.
Subsections include:

Number of Participants

Characteristics of Participating Families
Characteristics of Participating Adults
Characteristics of Participating Children
Comparison with Head Start and CCDP
Characteristics of LEP Adults

Need Level of Even Start Adults
Project Variation in Population Served

Number of Participants

Even Start provides three types of educational services (adult education, parenting
education and early childhood education) and several types of support services (e.g.,
transportation, meals and counseling). During 1992-93 core services were provided to
16,518 families, an average of 61 fam 'ies per project. Projects provided early childhood
education services to 22,429 children (83 per project), and adult education or parenting
education services to 18,586 parents (69 per project) in these same families (Exhibit 4.1).

Characteristics of Participating Families

Family characteristics discussed here « ¢ based on data from families in which at least

one family member participated in some Even Start core service during the 1992-93
program year.
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Exhibit 4.3: Number of Adults in Even Start Families
(1992-93 Program Year)

One adult —\/,/?\

Two adults
Three adults————- -

Four or more adults——/

Exhibit reads: 33.2 percent of Even Start families had one aduit in the household.
Note: Based on reports from 270 of 340 projects.

Exhibit 4.4: Number of Chiidren in Even Start Families
(1992-93 Program Year)

One child
/
/
Five or more children_ e f——\
N 208% .
T88% .

Four children- - U s

Three chiidren’

Exhibit reads: 20.9 percent of Even Start families had one child in the househoid.
Note: Based on reports from 270 of 340 projects.
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Exhibit 4.6

Primary Sources of Financial Support for Even Start Families
(1992-93 Program Year)

Primary Sources of Financial Support Percent of Families
Government assistance 49%
Job wages 46%
Alimony/child support 2%
Other 3%

[ e ——— — ———  — & |

Exhibit reads: 49 percent of Even Start families relied on government assistance as their primary source
of financial support in 1992-93.

Note: Based on reports from 270 of 340 projects.

Exhibit 4.7: Total Annual Income of
Even Start Famllles (1992-93 Program Year)

~—$0-$4,999

/
e
-
PRaN
RN
N N,

$5,000-89,899———  1:0% o !
’ ’ 25,000 or more

T~———$20,000-$24,999

~
T ——$15,000-$19,999

$10,000-$14,899——

Exhibit reads: 35.1 percent of Even Start families had annual incomes of less than $5,000 in 1992-93.
Note: Based on reports from 270 of 340 projects.
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Characteristics of Participating Adults

This section describes the more than 18,000 adults who participated in Even Start core
services during 1992-93.

Age of Participating Adults in Even Start Families

Most adults in Even Start families were between 22 and 29 years old (46 percent), or
between 30 and 39 years oid (31 percent). Only 13 percent were in the 18 to 21 age
range, 3 percent were younger than 18, 6 percent of Even Start adults were 40 to 49
years old, and 2 percent were 50 or older (Exhibit 4.8). This age distribution has not
changed over time. Given the population targeted by Even Start, it might be expected
that more than three percent of Even Start adults would be under 18 years of age.
However, a family is eligible for Even Start only if an adult in the family qualifies for
adult basic education, and adult basic education participants must either be at least 16
years old and not ir school or beyond the age of compulsory schooiing in their state.

Exhibit 4.8: Age of Participating Aduits in Even Start Families
{(1992-93 Program Year)

———40-49 years old

er 49 years old
— an 18 years old

30-39 years old———_

——18- |
— 18-21 years old

22-29 years old

Exhibit reads: 13.4 percent of participating adults in Even Start families were 18-21 years old in 1992-93
Note: Based on reports from 270 of 340 projacts.
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Exhibit 4.10: Racial/Ethnic Background of Participating Adults
in Even Start Families (1992-93 Program Year)

Asilan, Pacific Islander, Other———
Native American——— —

e

.. .————African-American

./—i——\\ -
!
l

Exhibit reads: 25.6 percent of participating adults in Even Start families identified their racial/ethnic background
as African-American.
Note: Based on reports from 270 of 340 projects.

Exhibit 4.11: Ethnic Background of Hispanic Adults in Even Start Families
(1992-93 Program Year)

Other Hispanic———.

Cuban—-—-.. - ’

Puerto Rican——-

Mexican

Exhibit reads: 74.8 percent of Hispanic adults in Even Start identified their background as Mexican.
Note: Based on reports from 270 of 340 projects.
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Exhibit 4.12: Raclal/Ethnic Background of Participating Adults
in Even Start Families, by Program Year
50% -
1 @5%) 5%
: - - = — White
! ////// \\\\\\\\W/—o‘
40% mmwr
[36%,
8
©30% - African-American
-4
5 26% 127%, 26%
[ ] t
§ ‘ Hispanlc 229
8 ’ 19% R
g20% AT e - I 8%l ...--
L AsiaryNative American
] [13%
10% J}@ _____________________ D% e B,
|
|
0% - : ,, .
1989-90 1990-91 1991-92 1992-93

Exhibit reads: The percentage of African-American adults participating in Even Start dropped from 36 percent
in 1990-91, and then remained constant.

Note: Based on reports from 120 projects in 1989-90, 1990-91, and 1991-92, and from 270 of 340 projects
in 1992-93.

aduits to 45 percent and decreasing the percentage of African-Americans to 26 percent.
These numbers were unchanged in 1991-92. However, in 1992-93, the percentage of
white adults returned almost to its initial level (40 percent), while the percentage of
Hispanics and Asians/Native Americans/others rose to 22 percent and 13 percent. There
were no federal policies that would lead to such changes, and we assume that the

observed changes are due simply to differences between the racial composition of newer
projects and older projects.

Educational Attainment of Adults in Even Start Families

A distribution of years of education prior to participating in Even Start is shown in Exhibit
4.13. The solid line represents adults participating in any type of Even Start core service.
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Percent of Adults

Exhibit 4.13: Years of Schooling for Aduits in Even Start Families:

Core Service Participants and Non-Participants (1992-93 Program Year)
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Exhibit 4.14: Distribution of CASAS Functlonal Literacy Level
for Entering Adults (1992-93 NEIS Data Set)

80%

..............................................................

Percent of Adults
3
3

late High School

Basic Imermed
CASAS Functional Level

Exhibit reads: 71 percent of Even Start adults had CASAS pretest scores that placed them in the "high school”
functional level.

Note: Based on data from 120 of 340 projects.

primary language (214). Adults in families with higher incomes also tended to enter with
higher literacy levels than adults in families with lower incomes.

Exhibit 4.16 compares CASAS reading achievement pretest scores of Even Start adults
with the pretest scores of adults in other related programs. In one evaluation of the
"321" Program (an adult basic education program in California), researchers (CASAS,
1992) reported pretest means of 217 scale score points for 5,029 ABE students and
210 points for 31,006 ESL students, lower entry levels than their Even Start
counterparts. The California programs served a more ethnically diverse population than
Even Start, often with more limited English proficiency, and many participants enrolled to
meet a state or federal mandate. One explanation for the lower scores among California’s
321 participants is that they required tests for adults whose first language was not
English, whereas the Even Start evaluation did not include such a requirement, eliminating
these potentially low scorers from the study:

The California-funded GAIN (Greater Avenues for Independence) program for Aid to
Families with Dependent Children applicants and recipients conducted literacy testing on
all participants. An early study on this program reported an average pretest of 233
(CASAS, 1990). The higher literacy level of GAIN adults was not surprising since more
than half of the participants of this welfare reform program had high school diplomas, or
other degrees before entering the program.
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Exhibit 4.15

Pretast Scores on the CASAS Reading Survey
(Scale Score Points; NEIS Data Set)

Pretest
Number of Pretest Standard
Group Aduits __Mean Deviation
Highest grade at intake
Grades 0-4 54 194.6 15.2
Grades 5-8 723 225.0 16.5
Grades 9-12 3,030 230.7 12.9
Diploma/GED 667 232.7 13.2
Age at intake
16-20 752 231.2 1.7
21-25 1,561 231.2 13.0
26-30 1,280 229.2 15.3
31-35 596 227.9 14.8
35-40 279 226.3 17.9
Over 40 174 223.3 17.2
Primery language is English
Yes 3,948 231.9 12.1
No 596 214.2 18.3
Family annual income
Under $5,000 2,076 228.7 13.6
$ 5,000 - 10,000 1,209 229.1 14.8
$10,000 - 15,000 557 230.0 15.6
$15,000 - 20,000 324 231.6 15.0
$20,000 - 25,000 171 233.6 14.1
Over $25,000 144 237.1 14.7
TOTAL 4,694 229.6 14.4

Exhibit reads: Adults entering Even Start without a high school diploma or GED performed at their
expected functional level on the CASAS pretest.
Note: Based on reports from 120 of 340 projects,
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Exnlbit 4.16: Average Pretest Scale Score on the CASAS
Reading Survey for Even Start and Other Related Programs
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Exhibit 4.18: Primary Language of Aduits in Even
Start Families (1992-93 Program Year)

English——- ——

66.2%

Exhibit reads: 66.2 percent of Even Start adults reported English as their primary language.
Note: Based on data from 270 of 340 projects.

Exhibit 4.19: Primary Language of Participating Aduits
in Even Start Families, by Program Year
80% 76%
T [74% o
[72%] English
% —
70% o
60% -
@ :
=5 50% ~
5
g,ao% -
§ . Spanish
$0% 56%)
5nir L2
20% - LZ,O_%_ ............ Lee .
[15%.. -
10% - - L 8%
%R . % B%, i £%
0% - —— . — .
1989-80 1980-91 1991-92 1992-93

Exhibit reads: Spanish was the primary language of 15 percent aduits in 1989-90. This percentage rose each
year, to 26 percent by 1992-93.

Note: Based on reports from 120 projects in 1989-90, 1990-91, and 1991-92, and from 270 of 340 projects
in 1992-93.
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Exhibit 4.21 presents information about the languaye used by adults when reading to their
children. Seventy-one percent of Even Start adults for whom English was not the primary
language reported that they read to their children in thew primary language, 17 percent
of this group read to their children in English, and 9 percent read in both English and their
primary language.

Employment Staius of Participating Adults in Even Start Families

Most Even Start aduits were not employed at the start of the program year. Seventy-six
percent of the aduits who participated in Even Start core services were not employed, 16
percent were employed full-time, and 8 percent were employed part-time (Exhibit 4.22).
Exhibit 4.23 expands on this information by showing the duration of employment. Eighty
percent of the adults who were not employed had been so for more than 12 months.
Over half (51 percent) of the aduits who were employec¢ had been so for more than 12
months.

Characteristics of Participating Children

This section of the report presents data on more than 20,000 children in families that
participated in core Even Start services during the 1992-93 program year.

Age of Participating Children

Even Start projects focus somewhat on children in the middle of the eligibie age range
{birth through age 7): 51 percent are 3, 4, or 5 years of age; 37 percent are less than
3, and 12 percent are 6 or 7 years old (Exhibit 4.24). As existing projects matured and
recruited new families, and as new projects were funded, the average age of participating
children dropped--from 4.3 years in 1989-90 to 3.7 years in 1992-93. Over this same
period, the percentage of infants and toddlers in Even Start (less than 3 years old)
increased from 27 percent to 37 percent, the percentage of preschoolers (ages 3 or 4)
increased from 33 percent to 38 percent, and the percentage of school-age children (ages
5, 6, or 7) decreased from 40 percent to 25 percent (see Exhibit 4.25). These trends
could have occurred for several reasons. First, in 1991 the Even Start legislation was
changed to allow children to participate starting at birth instead of at age 1, as in the
original law. Second, the Department of Education actively encouraged projects to extend
services to young children, so that projects were serving the entire 0-8 age range. And
finally, as projects developed and matured they became more comfortable extending
services to young children, especially the siblings of children already in the program.
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l Exhibit 4.20
Reported English Language Facility of Adults Participating
' in Even Start Core Services,
For Adults Whose First Language is Not English
(1992-93 Program Year)
l Reported English Language Facility Percent of
Adults
' Speaks English
Very well 24%
l Somewhat . 51%
Not at all ' 25%
| l Reads English
‘ Very well 15%
' Somewhat 48%
l Not at all 37%
Understands English
l Very well 23%
Somewhat 55%
l Not at all 22%
Exhibit reads: Of adults whose first language is not English, 24 percent report speaking English very
l VNVS:L: Based on reports from 270 of 340 projects.
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Exhibit 4.21

Language Used to Read to Child
for Adults Whose First Language is Not English
(1992-93 Program Year)

Language Used to Read tb Child Percent of
Adults
Primary language - 71%
English 17%
Both 9%
Other 3%
Total aduits 100%

Exhibit reads: Of adults whose first language is not English, 71 percent read to their child in their
primary language.
Note: Based on reports from 270 of 340 projects.

Exhiblt 4.22: Employment Status of Adults In Even
Start Famllies (1992-93 Program Year)

~———FEmployed part-ime
— i ~—
' )\
1 ‘ \\
!
8.0%.. v Employed fuli-time
C 18.9% b

Not employed ———

Exhibit reads: 76.1 percent of Even Start adults were not employed in 1992-93.
Note: Based on reports from 270 of 340 projects.
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Exhibit 4.23

Duration of Employment Status of Adults in Even Start Families
(1992-93 Program Year)

Employment Status/Duration Percent of
Adults
Employed
Less than 6 months 31%
6 to 12 months 18%
More than 12 months : 51%

Not employed

Less than 6 months 11%
6 to 12 months 9%
More than 12 months 80%

Exhibit reads: Of the Even Start aduits who were not employed, 80 percent had been so for more than
12 months.
Note: Based on reports from 270 of 340 projects.

Exhiblt 4.24: Age of Participating Children in Even Start Families
(1992-93 Program Year)
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Exhiblt 4.25: Age of Participating
Children, by Program year
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Exhibit reads: The percentage of Even Start children who are O, 7, or 2 years of age increased from 27 percent
in 1989-90 to 37 percent in 1992-93,

Note: Based on reports from 120 projects in 1989-90, 1990-91, and 1991-92, and 270 of 340 projects in
1992-93.

Gender of Participating Children

The percentage of male and female participating children is shown in Exhibit 4.26: 50
percent of the children were male and 50 percent were female.

Race/Ethnicity of Children in Even Start Families

Racial and ethnic categories for children are presented in Exhibit 4.27 and, as expected,
are similar to those presented for adults: 39 percent of children were identified as white,
28 percent of children were African-American, 3 percent were Native American, and 8
percent were Asian/Pacific Islander or other categories. For 22 percent of children,
Hispanic was listed as their ethnic heritage. Of this group, 74 percent were Mexican, 11
percent were Puerto Rican, and 15 percent were "other Hispanic" (see Exhibit 4.28).

Educational Experiences of Participating Children

Fifty-five percent of Even Start children were reported to have had no formal educational
experience prior to the beginning of Even Start, 22 percent hnd a preschool experience
(either Head Stait or some other preschool), 11 percent had .. .icipated in kindergarten,
and 8 percent participated in a primary grade (Exhibit 4.29).
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Exhibit 4.28: Ethnic Background of Hispanic Chlidren in Even Start Families
(1992-93 Program Year)
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Exhibit reads: 74.1 percent of Hispanic children in Even Start were identified as being of Mexican background.
Note: Based on reports from 270 of 340 projects.

Exhibit 4.29: Previous Educational Experience of Children
Participating in Even Start Core Services (1992-93 Program Year)
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Exhibit reads: 12 percent of Even Start children were in Head Start prior to joining Even Start.
Note: Based on reports from 270 of 340 projects.
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Disabilities of Participanng Children

Of all children participating in Even Start core services, 7 percent were reported to have
a disability. Exhibit 4.30 shows the specific types of disabilities, none of which exist for
more than about two percent-of the Even Start population. Learring problems were cited
for 31 percent of the children with disabilities (2 percent of all Even Start children),
emotional problems for 12 percent, hearing problems for 9 percent, and "other” physical
disabilities for 9 percent.

Vocabulary Skills of Even Start Children

This evaluation used the Peabody Picture Vocabulary Test (PPVT) to assess children’s
receptive (hearing) vocabulary. PPVT scores are standardized, so that a score of 100
represents the average score for the norms group at each age level. Across children of
all ages, pretest scores averaged 79.8 standard score points (Exhibit 4.31}). This
corresponds to the 9th percentile when compared to national norms and points out the
low verbal skills of children prior to entry into Even Start.

Comparison With Head Start and CCDP

Even Start is a comparatively new federal program and it is of interest to see how the
characteristics of Even Start participants compare to the characteristics of participants
in other similar federal programs. Such cross-program comparisons are never easy
because measures are often not comparable across studies. Nevertheless, Exhibit 4.32
presents selected data on Even Start families, on families that participated in Head Start,
and on families who are participating in the Comprehensive Child Development Program
(a family support program funded by the U.S. Department of Health and Human Services).

Even Start families are less often headed by a single parent than families who participate
either in Head Start or in CCDP (37 percent single parent families in Even Start vs. 55
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Characteristics of Limited English Proficient Adults

Some Even Start projects focus almost exclusively on adults who have limited English
proficiency (LEP), while other projects serve mixed populations. For this evaluation,

familirs with limited Fnnlich nraficianryv wore Adofinad ac familise far wwhnm tho tarnat

Exhibit 4.30 .
Types of Disabilities for Children Participating in Even Start Core Services
(1992-93 Program Year) '
% of Children % of Children
with Disability in Even Start '
Type of Disability {(N=1,589) (N=22,429)
Specific learning problem 31% 2.3% '
Emotional problem 12% 0.9%
Hearing problem 9% 0.6% .
Other physical disability 9% 0.6%
Visual probiem 6% 0.5% l
Mental retardation 5% 0.4%
Speech problem 1% 0.0% '
Orthopedic problem 3% 0.2%
| Other 24% 1.8% '
Exhibit reads: Six percent of Even Start children who had a disability have a visual problem. This
represents 0.5 percent of all Even Start children.
Note: Based on reports from 270 of 340 projects. '
|




Exhibit 4.31
PPVT Pretest Scores
(Standard Scores from the NEIS Data Set}
Group N " Mean {  SD

Age at pretest

3-0 to 3-11 778 81.3 15.4

4-0 to 4-11 1,134 76.3 17.5

5-0 to 5-11 443 81.4 16.6

6-0 to 6-11 225 86.4 17.4

7-0 to 7-11 89 85.0 156.7
Gender

Male 1,305 79.4 17.1

Female 1,292 80.4 16.8
Ethnic background

Asian 48 75.9 17.7

African-American 1,018 74.4 16.3

Hispanic 378 74.2 17.4

Native American 108 84.3 13.9

White 1,094 86.5 15.2
Prior preschool experience

No 1,781 78.9 16.8

Yes 898 81.5 17.2
Highest grade attained by target parent

Grade 0-4 20 68.8 16.1

Grade 5-8 378 77.9 17.2

Grade 9-12 1,668 79.8 16.9

Diploma or GED 521 82.0 16.6
Total 2,677 79.8 17.0
Exhibit reads: The everege PPVT pretest score for males wes 79.4 stenderd scora points.
Note: Besed on reports from 120 of 340 projects.
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. Exhibit 4.33
Intake Characteristics of Aduits Who Enter
' Even Start with Limited English Proficiency
Intake Characteristics Percent of Adults
' Educated outside of the U.S. 86%
Did not reach 9th grade 60%
' Single parent 18%
Unemployed 78%
l Annual income < $15,000 | 83%
Primary source of income is government 48%
i
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Cohort 1 and 2 projects, aggregated to the project level, produced findings in three fairly
non-overlapping areas: category of need, age of children, and ethnic background.

Category of need. Most projects target families in which the primary caregiver does not
have a high school diploma or a GED and is on welfare or has an income below the
poverty level. Two special categories of projects can be identified:

'_ ) Praadnmin~tali -LED:  1Q Aud Af 19N nealnatn nnruand A hinh anvanctnna oF

I

P

e |










Steps Used in Formal Screening

Projects were asked to identify the formal steps they used to screen participants by
responding to a checklist and by writing in additional steps or activities. A summary of
responses is presented in Exhibit 5.2. Nearly all of the projects verified the eligibility of
potential participants (33 percent) and gave a basic orientation (88 percent) during the
screening process. About three-quarters of the projects assessed the basic skills of adults
(76 percent) while 60 percent contacted other agencies as part of the formal screening.
Half of the projects (49 percent) tested chidren as part of screening, and 31 percent
provided some counseling during screening.

Core Services Delivered: Types and Providers

Core services may be provided by staff funded by Even Start or by staff from cooperating
agencies (e.g., a local Head Start program). Consequently, Even Start project directors
were asked to report the types of core services provided to Even Start participants by
staff funded through Even Start, by staff supported by cooperating agencies, or by both
Even Start staff and cooperating agency staff.

Parenting Education Services

Even Start projects delivered a wide range of services to help parents raise their children.
More than 90 percent of the Even Start projects offeced the following types of parenting
education services (Exhibit 5.3): helped families rake use of services provided by other
social service agencies, discussed parents’ role in the £ducation of their children, oriented
parents and children to school routines, taught parents about child development, trained
parents in child behavior management, worked on building parents’ self-esteem, and
instructed parents in life skills and in principles of health and nutrition.

Depending on the specific type of parenting education service, 24 to 44 percent of the
projects provided services exclusively through Even Start staff; 39 to 57 percent of the
projects delivered services jointly by Even Start staff and by staff from cooperating
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Exhibit 5.1
Successful Strategies for Recruiting Eligible Participants:
(1992-93 Program Year)

Racruitment Strategy Percent of Projects
Public school referrals 62%
Agency referrals (e.g., WIC, health clinic) 58%
Telephone contact 50%
Home visits to potential participants 47%
Word of mouth 42%
Referrals from Head Start staff 34%
Targeted mailings 27%
Mass media ’ 23%
Joint efforts with collaborative agency 9%
Posters / flyers 6%
Presentations / visits to community agencies 6%
General result of greater community visibility 5%
Even Start recruiting program 2%

{open house, fun fair, etc.)

Exhibit reads: 47 percent of the reporting projects identified home visits as a successful recruitment
strategy.
Note: Based on reports from 291 of 340 projects.

Exhibit 5.2

Steps Included in Formal Screening of Poter:iial Participants
(1992-93 Program Year)

Screening Activity Percent of Projects

Verify eligibility 93%
Orientation 88%
Assess basic skills of adults 76%
Contact other agencies 60%
Test children 49%
Counseling 31%
None 1%

Exhibit reads: 93 percent of reporting projects verifiad eligibility as a step in formal screening of
potential particinants.
Note: Based on reports from 291 of 340 projects.
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Exhibit 5.3: Types of Parenting Education Services Reported
(1992-93 Program Year)
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Ex .ibit reads: About 40 percent of the Even Start projects used their own resources to provide parenting
education in life skills.
Note: Based on reports from 298 of 340 projects.

Exhibit 5.4: Types of Adult Education Services Reported
(1992-93 Program Year)
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As would be expected, almost all Head Start and Chapter 1 pre-K services were provided
by cooperating agencies, as were most kindergarten and primary school services. About
30 percent of the projects provided "other preschool” services directly by Even Start
staff. This reliance on existing providers is not surprising given the high cost of early
childhood education services and their widespread availability through cooperating
agencies and the public schools.

Thus, Even Start projects are most likely to participate in the direct provision of services
for parenting education and are more likely to delegate provision of services for adult
education and for early childhood education. This fits with Even Start’s mandate to build
on existing services. In most communities, programs for early childhood education and

of adult basic education already exist, and Even Start projects are taking advantage of

dk —

[




Exhibit 5.6: Types of Adult/Child Services Reported
(1992-83 Program Year)
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Exhibit reads: Few adult/child services were provided by a cooperating agency.
Note: Baseid on reports from 283 of 340 projects.

patterns, such as special month-long courses during the summer. Exhibit 5.7 shows that
64 percent of &!! projects provided parenting education year-round while 23 percent
offered it only for the regular school year; 59 percent of all projects provided aduit
education year-round, while 29 percent offered it for the regular school year; and 55
percent of all projects provided early childhood education year-round, while 27 percent
offered it for the regular school year.

Support Services: Types and Providers

As defined for this study, support services are activities provided directly to Even Start
families to enable them to participate in core services. Support services remove barriers
that, if unattended, restrict a family's ability to receive instructional and educational
services. Such activities as staff development and training, while enabling the project to
provide effective services to its clients, are not considered support services because
families are not the direct recipients.

To avoid duplication, Even Start projects are expected to obtain support services from
existing sources as much as possible. As is seen in Exhibit 5.8, more than 80 percent of
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Exhibit 5.7
Term of Year Core Services Are Offered
(1992-93 Program Year)
Percent of
Core Service / Term of Year Projects

Parenting education

Year-round 64 %

Regular school year 23%

Other 11%
Adult education

Year-round 59%

Regular school year 29%

Other 13%
Early childhood education

Year-round 55%

Regular school year 29%

Other 16%
Exhibit reads: Sixty-four percent of all reporting projects provide year-round parenting education.
Note: Based on reports from 273 of 340 projects.

other support services were provided by at least half of the projects including health care
assistance; referrals for employment, mental health services, child protective services and

domestic violence; treatment for chemical dependency; and referrals for services needed
by persons with disabilities.

Across all types of support services, an average of 20 percent of Even Start projects
provided the service directly, cooperating agencies provided support services in 17
percent of the projects, and Even Start and cooperating agencies jointly provided another
32 percent of projects. However, as might be expected, there is substantial variation in
the extent to which different support services are provided by Even Start or by
cooperating agencies. The percentage of Even Start projects providing support services
with their own funds ranged from less than 10 percent for health care to 40 percent for
child care. These findings suggest that Even Start projects did, as planned, obtain many

support services from existing providers and stepped in to provide services not available
locally.
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Exhibit 5.8
Percentage of Projects Providing Support Services and
Other Special Activities Through Even Start and/or Cooperating Agencies
(1992-93 Program Year)
Cooperating
Support Services ] Even Start Both Agency Neither
Transportation 34% 47 % 9% 10%
Family advocacy 30% 50% 5% 15%
Counseling 19% 43% 22% 16%
Nutrition 14% 47% 22% 18%
Child care 40% 34% 8% 18%
Meals 23% 33% 25% 19%
Health care 7% 30% 40% 23%
Employment 19% 42% 12% 27%
Mental health 24% 36% 12% 28%
Child protective services 10% 21% 32% 37%
Domestic violence 17% 31% 12% 40%
Personal assistance 11% 21% 23% 45%
Chemical dependency 18% 23% 13% 46%
Translators 20% 15% 9% 56%
Parent stipend 10% 5% 15% 70%
Exhibit reads: Most projects provided transportation services: 34 percent of the projects provided
transportation exclusively through Even Start resources, 47 percent through Even Start and cooperating
agency resources, and 9 percent exclusively through cooperating agency resources.
Note: Based on reports from 297 of 340 projects.

Special Activities

In addition to providing core and support services, Even Start projects offer other
occasional or one-time activities for the families they serve. These special activities are
used to recruit families, provide information or training, celebrate participant
accomplishments, and promote family pride, unity and sense of belonging. Exhibit 5.9
lists several types of special activities. The categories are based on a content analysis
of the written responses of projects in all cohorts. Because projects’ responses were
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Exhibit 5.10

Numbsr and Percentage of Arrangements to Provide Core Services by Typs of O:ganization
{1992-93 Program Year)

Type of Organization Parenting Adult Early Childhood
Education Education Education Total
N % N % N % N
Other departments/programs 627 25% 401 24% 622 33% 1650

within public schools
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for parenting education, 27 percent for adult education, and 31 percent for early
childhood education.?

A wide variety of organizations cooperated with Even Start projects. The most common
was "other departments and programs within the public schools™ which accounted for 25
percent of the parenting education arrangements, 24 percent of the adult basic education
arrangements, and 33 percent of the early childhood education arrangements. The next
most common type of cooperating agency was "local, county, state, or tribal agencies
or organizations” which accounted for 23 percent of parenting education arrangements,
21 percent of aduit basic education arrangements, and 15 percent of early childhood
education arrangements. Other cooperating agencies included postsecondary institutions,
Head Start, day care or other preschool programs, foundations, volunteer groups, and
other community-based organizations. Although they were mentioned infrequently,
religious institutions (church, temple, or mosque) were involved in more than 80
cooperative arrangements.

Exhibit 5.11 displays the percentage of cooperative arrangements by core service area
and source of authority over activities. The locus of authority for activities is split
between Even Start (about one-quarter of the agreements), the cooperating agency (about
paltof the agrasmeants), and iointdeqgision-makina (ahout one-auarter nf the aaresmeantel
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Exhibit 5.11

Percentage of Cooperative Arrangements to Provide Core Services
by Core Service Area and Source of Authority Over Activities
(1992-93 Program Year)

Source of Authority Over Parenting Adult Early Childhood
Even Start Activities Education Education Education
Even Start 25% 26% 22%
Cooperating Agency 46% 48% : 53%
Co-Deciding 29% 26% 25%

Exhibit reads: Twenty-five percent of ail cooperative arrangements to provide parenting education were
governed by Even Start.
Note: Based on reports from 297 of 340 projects.
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Cooperative Arrargements for Support Services

Support services enable families to participate in Even Start core services by removing
barriers to their participation. The support services most commonly provided through
collaborative arrangements were transportation, meals, health care, counseling, and child
care. Exhibit 5.13 shows that projects engaged in 2,027 cooperative arrangements for
support services, and displays the number and percentage of projects providing a
particular support service through a cocperative arrangement.

Exhibit 5.13
Cooperative Arrangements for Support Services
(1992-93 Program Year)
| Number of Cooperative
Support Service Arrangements Percent of Projects
Counseling 218 58%
Transportation 208 49%
Health care 219 46%
Nutrition 163 38%
Meals 166 37%
Childcare 188 36%
Advocacy 178 36%
Employment referrals 125 29%
Child protective services 105 25%
Mental health 109 23%
Referrals for battered women 93 21%
Handicapped care 81 18%
Chemical dependency referrals 78 15%
franslators 65 14%
Parent stipend 41 10%
Total 2,027 100%
Exhibit reads: Forty-nine percent of all reporting projects used cooperative arrangements to provide
transportation.
Note: Based on reports from 297 of 340 projects.
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Implementation Problems and Solutions

Two types of implementation issues are addressed in this section. First, nrojects were
asked an open-ended question about major barriers to the implementziion of Even Start
as well as the strategies or solutions used to deal with the hsirniers. Second, projects
were asked to identify features of the Even Start law or reguiations which they felt
needed revision to permit more effective implementation.

Barriers to Program Implementation

Many different types of barriers were identified by the 120 Cohort 1 and 2 Even Start
projects for the 1992-93 program year (Exhibit 5.14). The most common barriers were
difficulties in the recruitment, retention, attendance, and motivation of families (33
projects across both cohorts), problems of communication and coordination with
cooperating agencies (28 projects), a lack of transportation for families (25 projects), the
difficult social service needs of the family and community (14 projects), a lack of quality
child care (14 projects), financial problems (14 projects), staffing problems (13 projects),
problems with facilities and space (12 projecis), and problems with the evaluation (12
projects).

Features of the Law or Regulations that Would Enhance Implementation

Exhibit 5.15 summarizes the responses given when the 120 projects in Cohorts 1 and 2
were asked about features of the Even Start law or regulations that could be revised in
order to enhance program implementation. A companion exhibit (Exhibit 5.16) lists
specific comments from projects. The responses are paraphrased to give the reader a

quick sense of what, in some cases, were fairly detailed points that projects wished to
make.

During 1992-93, 20 of the Cohort 1 and 2 projects responding to this item indicated a
need to make eligibility criteria more flexible. This is a great reduction from 1990-91
levels for this item. Twenty-four projects worried about the four-year funding cycle -- a
clear indication of the fact that Cohort 1 projects were in the last year of their grant.
Eight projects felt that the law should allow more flexible program design; 9 projects
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Exhibit 5.14

Project Implementation Barriers and Resolutions
(1992-93 Program Year)

Barriers _—_]l_ Resolutions | J

Problems of Recruitment, [Awards, family-oriented trips, made parents aware of being committed.

Retention, Motivation, and Project kept a waiting list to fill vacancies quickly. '

Attendance Used individual, intormal counseling sessions; gave referrals to counseling.
Celebrated small successes along the way; broke goals into smaller parts.

Number of references: 33 Involved the community involved in dealing with barriers by sending out newsletters.

Better screening re: program components, e.g., understand this is more than adult education.
Personal, face-to-face recruitment.

"Bonus bucks,” development of trusting relationship, more home visits.

Use of various means of recruitment: word of mouth, home visit, and school activities.
Attempted to provide alternative places for visits, e.g., library, public park, etc.

Attempt to encourage involvement of entire family.

Adherence to attendance policy; reentry of problem families is probationary.

Even Start staff take adults to classroom and work with them.

Incentives given (e.g., coupons for restaurants) to encourage attendance.

Provided broader program to include more goals {e.g., drivers’ education).

instituted attendance policy; participants were dropped for missing three sessions per month.

Started volunteer-in-schools program to build familiarity.
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Exhibit 5.14
(continued)

Project Implementation Barriers and Resolutions
(1992-93 Program Year)

Barriers Resolutions
Transportation for Families Began second van route, pay mileage to parents who drive.
Two 12-passenger vans were purchased.
Number of references: 295 Transportation is provided by Head Start, Even Start van, and carpooling.

Still unresolved.

Unresolved due to insurance concerns. Rural projects will face this barrier.
Carpools; hold activities within walking distance when possible.

Researching feasibility of providing transportation to site.

Need for transportation decreased by holding adult education at Even Start site.
Provided a shorter day so school buses could be worked out.

Head Start, Friends of Family committed vans for use during $3-94 vear.
Collaborating agency provided funding for the purchase of a bus.

Contracted with co-located daycare to provide some transportation.

Work with transportatior companies and looking into future rural transportation system.
City Schools has provided a bus to ease the transportation burden.

Limited van pick-up to two sites.

We have had to double up and make two routes, sometimes running class late.
Coordinating services with the district’'s Transportation Departm.ent.
Home-based model.

Reimbursing parents and volunteers for mileage lessens some difficulties.

i, 1O
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Exhibit 5.14 W
(continued)

Project Implementation Barriers and Resolutions
(1992-93 Program Year)

Barriers Resolutions
Financial Problems Continued to seek outside resources to fund program expansion.
Tied in with regular AE programs as much as possible.
Number of References: 14 Resourcefulness, creativity with regards to public solicitation.

Funding will only get worse.

Present to school boards; applied for grants; conducted a toy/book drive; contacted ICC members.
Contactéed parents on the waiting list as soon as a slot was available.

Waiting list establishew" ongoing dialogue with the school district about the future of program.
Chosen to apply for a new Even Start grant which will allow us to expand.

In-kind employee contributions, donations from community and collaborating agencies.

Staff/Staffing Problems Specific training in team building and group process.
Immediate problems resolved: good staff retained; less suitable staff left.
Number of references: 13 Talked and supported each other; regular breaks; inservice training.

Tried to implement a new model that provided more integrated activity.

Called in more volunteers.

The Even Start budget will be increased to aliow teachers more time in the class.
The organization that provides teachers will try harder to get committed teachers.

Facilities/Space / Equipment PECO grant received for new building; to be completed fall 1994.

Problems Explored possibility of expanding to another school site.
Still working on this. Moved once and acquired more space.
Number of references: 12 Looked for a new space; hope to be in a different facility by fall.

Rotated rooms; used outdoors when possible.
Not really resolved, but adapted to the situation.
Additional space provided by school district allows parent/child interaction.

it
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Exhibit 5.14
(continued)

Project Implementation Barriers and Resolutions
(1992-93 Program Year)

Barriers Resolutions

NEIS/Evaluation Problems Completed intake forms during orientation instead of home visits.
Less paperwork will be required, right?
We still use the Denver Developmental Screening.
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Exhibit 5.14
(continued)

Project Implementation Barriers and Resolutions
(1992-93 Program Year)

Barriers

Resolutions

clients

umher nf rafaerances: B

) %

Great Need/Number of

Recruited volunteers to assist in classes; new collaborative argrement.

Sought outside sources for various workshops, etc.
In-kind employee contributions, donations from community and collaborating agencies.
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Exhibit 5.14
{con.inued)

Project Implementation Barriers and Resolutions
(1992-93 Program Year)

Barriers Resolutions |

Lack of Support Services Met with supervisors to discuss these issues and work together to address them.
Number of references: 2

Complexity of Program Asked parents to view group sessions before committing.
Number of references: 1

Timing of Grant Award Under state administration, fiscal year is changed to July 1 to June 30.
Number of references: 1

Note: Based on reports from projects in Cohorts 1 and 2.
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Exhibit 5.15
Features of the Even Start Law or Regulations That May Need
to be Revised to Permit More Effective implementation _
——————
“ Number of Concerns
Features of the Law “ 1990-91 1991-92 1992-93
Eligibility criteria 73 25 20
Program design 12 9 8
General evaluation concerns 25 13
NEIS forms/instruments 12 14 9
Four-year funding cycle 1 12 24
Timing of fiscal year 8 1 0
Other fisca! issues 6 4 4
Concerns about state control 1 4 7
Administrative concerns 15 2 2
Other 11 3 2
Exhibit reads: In 1990-91, 73 project directors identified eligibility criteria as a feature of the faw that needed to be revised.
I l\lote: Based on reports from projects in Cohorts 1 and 2.
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Exhibit 5.16
(continued)

Abstracted Project Comments on Features of the Even Start Law
or Regulations That May Warrant Revision
(1992-93 Program Year)

Features of the Law Commentary
ﬁ
Program Design Ciarify the number of families expected to be served at each project.

Eliminate NDN requirement. Evaluation process doesn’t measure Even Start family outcomes.
Head Start restrictions cause planning problems.

Mandate that Even Start, Head Start, and Chapter 1 work together.

Need to give attention to prenatal instruction.

Reconsider what counts as core service. Our two main components are not core.

Rural programs need special design to accommodate transportation, chiidcare.

Wording in Chapter 1 reauthorization should suggest coordination with Even Start.

General Evaluation Clarify responsibility and extent of the "local” evaluation.

Concerns Evaluation component doesn’t help at local level.

Outcome assessment should relate to project model of curriculum and instruction.
Reporting periods should coincide with the school year.

[ The evaluation design with pre- and post-tests for chiidren is terrible.

il
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Exhibit 5.16
(continued)

Abstracted Project Comments on Features of the Even Start Law
or Regulations That May Warrant Revision
{1992-93 Program Year)

Features of the Law “ Commentary

I 1

NEIS Collect data on ALL participants to reflect true level of family involvement.
Forms/Instruments Correct the difference of difficuity between the post and pictest of CASAS.
Eliminate interviews and testing of parents and children.

Excessive amount of time neaded to collect NEIS data.

The instruments used do not necessarily measure parent effectiveness.

Conduct more in-depth testing since CASAS doesn’t render adequate information.
NEIS should not require information on all families in project.

New assessment instruments for non-English speakers.

Paperwork in May is overwhelming.

Revision of the testing requirements (paperwork is quite extensive).

Space on Form II’s did not allow for enough core service hours for children.

Too much paperwork.

Use Dunst Family Strength Assessment, Infant Monitoring Questionnaire, & Early Screening Inventory
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Exhibit 5.16
{continued)

Abstracted Project Comments on Features of the Even Start Lew
or Regulations That May Warrant Revision
(1992-93 Program Year)

Features of the Law Commentary
Four-Year Funding Four-year grant does not allow sufficient time for implementation.
Cycle Fourth year projects who have met the Even Start requirements should have funding continued.

Find a way for projects in years 5-8 to continue to be funded.
Allow continued federal funding of model or outstanding programs after four years.

Allow continuity of established programs. More than four years of funding to successful programs.
Allow funding for program past four years.

Amend law to fund successful programs first, then new programs.

Consider funding exemplary projects beyond the four-year cycle.

Continuation grant to programs after initial four-year demonstration period.

Continuation of funding would assure continuity in staffing.

Continue funding for projects meeting goals and objectives.

Even Start should be funded as categorical aid rather than as demonstration projects.

Fifth year funding is needed to continue project.

Four years of funding is inadequate.

Four-year limitation on funding has negative impact on attitudes.

Make funding on a permanent basis, and contingent on demonstrated success.

Give projects more than four years to implement.

Grant cycle needs to be longer than four years.

Longer range funding would permit more effective implementation.

Do not limit funding to four years.

Ongoing funding: eliminate/revise the "seed money" notion.

Projects in fourth year are unclear about second cycle of funding.

Remove regulation forcing fourth year programs to compete with new programs for funding.
States should be encouraged to fund projects after four years at the 40% match.

l"
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should be interpreted with caution. A priority listing would be better, giving all projects
the chance to consider each potential area of need. Nonetheless, responses of projects
to the open-ended item gives a rough indication of the prevalence of certain needs. The

responses presented here are limited to those from Cohorts 3 and 4, as those projects are
most likely to need assistance.

Exhibit 5.17 shows that the two most frequent technical assistance needs identified by
Cohort 3 and Cohort 4 projects were for assistance in reaching and recruiting "hard-to-
reach” parents (62 percent) and for information on other Even Start projects (49 percent).
About one-third of the projects requested technical assistance in each of several different
areas including the evaluation; integration of cure services; home visiting; interagency
collaboration; and accessing resources, transportation and job training. One-quarter of
the projects asked for assistance with cross-project sharing and cooperative relationships,
and 18 percent wanted assistance with Spanish language literacy.

Exhibit 5.17

Areas of the Program for Which Technical Assistance Is Wanted
(1992-93 Program Year)

" Percent of Projects

Reaching hard-to-reach parents 62%
Information on other Even Start projects 49%
Evaluation 35%
Integrating core services 34%
Home visits 32%
Interagency collaboration 32%
Accessing resources/transportation/job training 30%
Cross project sharing/cooperative relationships 24%
Spanish language literacy 18%

Exhibit reads: 62 percent of Cohort 3 and 4 projects requested technical assistance on reading "hard-
to-reach” parents.

Note: Based on reports from projects in Cohorts 3 and 4.

Staffing Even Start Projects

Information about the staff involved in Even Start projects comes from two forms added
to the NEIS for the 1992-93 data collection. One form was filled out by individual Even
Start staff members and the other was compieted by project directors. Even Start staff
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Exhibit 5.18

Job Categories of Even Start Staff
{1992-93 Program Year)

Average Number of Staff
Per Project®

Job Category Percent of Projects®

Project administrator 87% 1.7

Early childhood education

Coordinator - 40% 1.3

Instructor 76% 4.1

Aide 58% 3.7
Adult education

Coordinator 36% 1.4

Instructor 68% 3.3

Aide 22% 2.3
Parenting education

Coordinator 29% 1.1

instructor 58% 3.2

Aide 27% 3.2
Family recruitment 22% 2.4
Case management 36% 2.8
Evaluation 45% 1.6
Clerical 66 % 1.4
Support services 43% 3.4

Exhibit reads: 76 percent of Even Start projects have early childhood education instructors, with an
average of 4.1 instructors per project.

‘Based on 270 out of 340 projects reporting staff information; includes only staff paid by Even Start or
the local match.

*Reflects average number of staff among projects with staff in that job category.
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Exhibit 5.19: Duties Performed by Even Start Project Administrators
(1992-93 Program Year)

ECE Coordination

ECE Instruction

AE Coordination

AE Instruction
PE Coordination
PE Inetruction

Family Recruttment

Case Management

Evalustion

Clerical -
: ' Legend
17%) . . j Primary Responeblity
Su rt Services o " 7 &
ppo : i '. .- 1 ] Secondary Responetiiy
% 10% 20% 40% 50% 80% 70%

Poreomago ot Administrators

Exhibit reads: 25.1 percent of project administrators have primary responsibility for coordination of early
childhcod education.

Note: Based on 382 project administrators in 270 projects.

As might be expected, teachers and coordinators are most likely to have job
responsibilities providing direct instruction or supervision in Even Start core services

{Exhibit 5.20). In some projects, they may be asked to assist with recruitment, case
management, or evaluation activities.

Although Even Start teachers play multiple roles within the project, it appears that the
majority of teachers (78 percent) have instructional responsibilities in only one core

service (Exhibit 5.21). Eighteen percent teach in two core services, with early child
ﬁﬁ ratinn and.n tinn hoine s ' mant mwwn .
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Exhibit 5.20: Duties Performed by Even Start Teachers and Coordinators
(1992-93 Program Year)

<1

-

Project Administration T B.4% 5.8% : : f |

ECE Coordination

ECE Instruction

AE Coordination

AE Instruction

PE Coordination
PE instruction
Family Recruitment
Cases Mansgement
Evaluation

Clerical

Support Servioas

Exhibit reads: 44.6 percent of Even Start teachers and coordinators provide early childhood instruction as a
primary responsibility.
Note: Based on 1784 Even Start teachers and coordinators in 270 projects.

Exhibit 5.21

Even Start Teachers with Muitiple Instructional Responsibilities
(1992-93 Program Year)

Number of Instructional Areas Percent of Teachers
One 78%
Two
Adult education and parent 4%
education
Early childhood and parent 10%
education
Early childhood and adult 4%
education
Three 4%

Exhibit reads: 4 percent of Even Start teachers provide instruction in both adult education and parenting
education.

Note: Based on 520 teachers in 270 prujects.
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Funding Sources

staff providing Even Start services may be paid by one of three funding sources: federal
Even Start funds, local matching funds, or through collaborating agencies. As Exhibit
§.22 shows, collaborating agencies cover the costs of 54 percent of the staff who
provide Even Start services.

Exhibit 5.22;: Source of Funding for Staff Providing Even
Start Services (1992-93 Program Year)

Even Start
’,/
’ \ 32.3% \
/
/ \
1] \
i \‘\ —————'———‘\‘l

Local Match

Collaborating Agency

Exhibit reads: Federal Even Start dollars pay for 32.3 percent of staff providing Even Start services.
Note: Based on 270 out of 340 projects.

Looking more closely at the type of staff from collaborating agencies (Exhibit 5.23), we
see that the largest proportion of collaborating agency staff provide dirzct instruction in
early childhood education (53 percent) and adult education (60 percent}. Collaborating
agency staff are much less likely to provide parenting education.

The prevalence of staff from collaborating agencies may be somewhat exaggerated by the
fact that many staff may have limited involvement with Even Start. For example, an early
childhood education teacher at a collaborating agency may have only one or two Even
Start children in her classroom. Another difficulty with the percentages in Exhibit 5.22
is that some staff from collaborating agencies may be double-counted in the local match.

Restricting the funding sources to federal Even Start dollars and local matching funds, we
find that in Cohort 1 and 2 projects, 62 percent of project staff are paid with federal
dollars. Conversely, 38 percent of project staff are paid through the local matching funds.
This breakdown was fairly consistent across job categories, with the exception of the
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Exhibit 5.23

Job Categories of Staff from Collaborating Agencies
(1992-93 Program Year)

Average Number of Staff
Per Project®

Job Category “ Percent of Projects"

Early childhood education

Administrator 52% 3.0

Instructor 53% 8.2

Aide 46 % 7.1
Aduit education

Administrator 48% 2.2

Instructor 60% 53

Aide 24% 2.8
Parenting education

Administrator 31% 2.3

Instructor 36% 3.6

Aide 19% 2.7
Total 64% 30.1

Exhibit reads: 52 percent of Even Start projects have an administrator in early childhood education from
a collaborating agency.
*Based on 270 projects reporting.

PReflects average number of staff among projects with collaborating agency staff in that job category.

following job categories where more than 75 percent of staff were paid with federal Even
Start funds: aide in early childhood education classroom; instructor, coordinator or aide
in parenting education; case management; and program evaluation.

in Cohort 3 and 4 projects, 15 percent of project staff are paid by federal Even Start
dollars and 25 percent through the local match. The differences between the earlier and
later cohorts reflect that a project’s local match requirement increases over the four years
of the project.

Part-Time and Full-Time Status of Staff

Overall, 23 percent of Even Start staff work at least 1200 hours per year for the project
(Exhibit 5.24), which translates into about 35 hours per week for nine months and was
considered full-time. Approximately 38 percent work part-time (defined as between 300
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Exhibit 5.24
Part-time and Full-time Status of Even Start Staff
{1992-93 Program Year)
Percent of Staff
Job Category Limited Part-time l Part-time Full-time
(<300 hours/yr.} {300-1200 hours/yr.) || (> 1200 hours/yr.)

Project administrator 31% ' 29% 39%
Early childhood
education

Coordinator 26% 35% 39%

Instructor 25% 43% 31%

Aide 25% 51% 25%
Adult education

Coordinator 42% 28% 30%

Instructor 42% 38% 21%

Aide 30% 42% 29%
Parenting education

Coordinator 23% 38% 39%

Instructor 20% 45% 34%

Aide 14% 45% 41%
Family recruitment 19% 35% 46%
Case management 23% 35% 42%
Evaluation 4€% 27% 27%
Clerical 35% 39% 26%
Support services 49% 43% 8%

TOTAL 38% 38% 23%
Exhibit reads: 39 percent of project administrators work full-time for Even Start.
Note: Based on 270 out of 340 projscts.

and 1200 hours per year) and another 38 percent work on a limited part-time basis for the project
(less than 300 hours a year).

Full-time staff are more likely to provide early childhood or parenting education. In
contrast, adult educators are more likely to work on a limited part-time basis for Even

Start. Staff invoived in evaluation, clerical work and support services work are also more
likely to work for Even Start on a limited part-time basis.
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As Exhibit 5.25 shows, more than half of the staff paid through the local match work on
a limited part-time basis for Even Start. It is likely tha! these individuals have additional
responsibilities with the local matching agency (e.g., school district, community college)
for the remainder of their time. Only 10 percent of staff paid through the local match
work full-time for Even Start. In contrast, 31 percent of staff paid directly through the
Even Start grant work full-time.

Exhibit 5.25: Part-Time and Full-Time Status by Funding Source
(1992-93 Program Year)

N
Ve N\ N

\,
35.4%

— _— Part-time
L Part-time Full-time /( \&
\ /

\ 41.3% \

Limited Part-time Limited Part-time
Staff Paid by Even Start Staff Paid Through
Federal Funds Local Match

Exhibit reads: 41.3 percent of staff paid by Even Start work full-time for the program, compared with 10.3
percent of staff paid through the local match.
Note: Based on 270 out of 340 projects.

Using Volunteers

Forty-four percent of Even Start projects use volunteers in the delivery of early childhood
education (Exhibit 5.26}, with an average of 14 volunteers per project. Volunteers are
less prevalent in adult education and parenting education. Approximately 27 percent of
projects use volunteers for general program support.

In response to open-ended questions about minimum qualifications for volunteers in the
core service areas, project directors from Cohort 1 and 2 projects listed criteria related to
personality traits, education and experience. Some projects require volunteers to have
certain minimum qualifications, while others interpret the notion of "qualification™ more
loosely, suggesting in their responses that they look for certain skills or personal
characteristics in potential volunteers but do not have minimum requirements.

Characteristics of Even
Even Start 109 R Start Projects and Staff

b




Exhibit 5.26

Use of Volunteers in Even Start Projects
(1992-83 Program Year)

Average Number of
Job Category Percent of Projects® Volunteers Per Project®

Early childhood education 44% 14.0
Adult education tutor® 28% 4.9
Adult education aide® 25% 4.3
Parenting education 31% 9.0
General support 27% 7.5

Exhibit reads: 44 percent of Even Start projects use volunteers in early childhood education, with an
average of 14 volunteers per project.

*Based on 270 out of 340 projects.

*Reflects average number of volunteers among projects using volunteers in that job category.
*Provides all adult education; does not assist adult education instructor.

9Provides tutorial or other support to adult education instructor.
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For the most part, projects choose volunteers for parenting education based on their
experience and education. Most frequently, projects seek "experts in their field" to
volunteer in this area, inviting members of the community to teach parenting topics and
recruiting speakers from local community agencies. A number of projects choose
volunteers for parenting education based on personal traits, such as empathy,
commitment, and desire to work with educationally disadvantaged adults.

Staff Work Experience

Even Start project administrators have an average of nearly 9 years of experience working
in early childhood education programs (Exhibit 5.27). The work experience of
administrators is lower in adult education programs (4.3 years) and parenting education
programs (5.8 years). This suggests that Even Start directors are more likely to come
from programs for children and parents than from direct experience in adult education
programs.

Teachers and coordinators of ~arly childhood education also have roughly 10 years of
work experience in their field (Exhibit 5.27). Teachers have an average of 8 years of
work experience and coordinators have an average of 11 years of experience in that field.
Parenting education coordinators tend to have more experience in early childhood
programs (9 years) than in parenting education programs (6 years). This also is true for
parenting education instructors, who report an average of 7 years of experience in early
childhood education and less than 4 years of experience in parenting education.
However, it is important to keep in mind that staff have responsibilities in more than one
core service. Thus, the coordinators of early childhood education also may take on the
role of parenting coordinator. In addition, early childhood education programs have a
longer tradition than parenting programs.

Adult education coordinators have an average of 7 years of experience with adult
education programs. Adult education teachers in Even Start have an average of 5 years
experience in adult education programs, nearly the same amount of experience as they
have in early childhood programs.

Exhibit 5.27 includes individuals with no experience in a field, which has the potential to
lower the average values. To look at work experience another way, Exhibits 5.28, 5.29
and 5.30 depict the percentage of staff who have one to five years of experience, six to
10 years of experience and more than 10 years of experience in their field.

While giving the same general message as the average values, Exhibit 5.28 points cut
more clearly the extensive experience in early childhood education among Even Start staff
who prov.de services in that core service. Approximately 35 percent of project
administrators and 45 percent of early childhood coordinators have more than 10 years
of work experience in early childhood education. Teachers are more evenly divided
among the work experience categories, with nearly 30 percent having more than 10 years
of experience. As would be expected, most classroom aides have between one and five
years of experience in the field.
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Exhibit 5.27

Average Years of Work Experience Among Even Start Staff by Content Area
(1992-93 Pro-ram Year)

Average Years of Work Experience

Early Childhood“ Adult " Parenting

Job Category Education Education Education
Project administrator 8.8 4.3 5.8
Early childhood education
Coordinator 11.3 2.8 5.5
Instructor 7.9 1.4 2.5
Aide 4.8 0.9 1.4
Adult education
Coordinator 5.7 6.9 3.9
Instructor 4.6 4.8 2.2
Aide 3.8 2.9 2.2
Parenting education
Coordinator 9.3 4.8 5.9
Instructor 6.7 3.1 3.9
Aide 4.5 2.2 2.8

Exhibit reads: On average, Even Start project ad.ninistrators have 8.8 years of experience in early
childhood education.

Note: Based on 270 out of 340 projects. Individual staff may appear in more than one job category.

In contrast to early childhood education, staff in adult education are much less likely to
have more than 10 years of work experience in their field. Only 25 percent of adult
education coordinators and 11 percent of adult education teachers have more than 10
years of work experience in adult education. Nearly half of the staff who provide direct
instruction in adult education for Even Start have less than five years of experience.
However, it is important to keep in mind that this information includes only staff who are
employed by Even Start, not staff from collaborating agencies. This limits our ability to

make inferences about the general level of experience of all staff who provide adult
education to Even Start participants.
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Exhibit 5.26 Number of Years Experience in Early Childhood Education (ECE)
Among Even Start Staft (1892-93 Program Year)
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Exhibit reads: 35.3 percent of project administrators have more than 10 years of experience in early childhood
education.
Note: Based on 270 out of 340 projects.

Exhibit 5.29: Number of Years Experience in Adult Education
Among Even Start Staff (1992-93 Program Year)
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Exhibit reads: 25.9 percent ot project administrators have more than 10 years of experience in adult education.
Note: Based on 270 out of 340 projects.
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projects are more likely to have advanced degrees than teachers in the other two core
service areas.

Exhibit 5.33 shows the content areas of degrees held by Even Start staff for individuals
with at least an associate’s degree. Staff may hold degrees in more than one content
area (e.g., a bachelor’s degree in elementary education and a master’s degree in child
development, or a major in elementary education and a minor in language arts). The most
prevalent content areas focus on education of young children, including early childhood
education and elementary education. In contrast, a small percentage of Even Start
instructiona! staff have training in adult education, language arts or English as a second
language.

Taken together, these results indicate that Even Start staff are likely to have a college
degree but not always in fields specific to instruction in literacy or aduit education. This

is likely to be due, in part, to the greater prevalence of degree programs in elementary and
early childhood education.

Inservice Training and Staff Development

Even Start staff were asked to indicate the type and length of inservice training received
between January and June of 1993. Examples of inservice training or staff development
activities include formal course work, conferences relevant to Even Start, and staff
seminars. It does not include general staff meetings or curriculum planning sessions.

Among Cohort 1 and 2 projects, 82 percent of Even Start instructional staff report at
least one training session during the six-month period. In about 40 percent of projects,
all (100 percent) of the instructional staff have attended at least one training or staff
development activity.

On average across projects, staff report about 40 hours of inservice training, although
there is a considerable range among projects in the average hours of inservice training.
In approximately 5 percent of 'proiects, staff report less than 10 hours of inservice or staff
development activities. At the other extreme, staff in 5 percent of projects report more
than 100 hours of inservice or staff development.

Exhibit 5.34 presents the average number of hours of training and average number of
inservice sessions by various job categories across all projects (Cohorts 1, 2, 3 and 4).
Project administrators and coordinators tend to report the greatest number of sessions
and largest number of hours of inservice training, with an average of approximately seven
to 10 sessions over six months and approximately 65 total hours during that period. Staff
involved in family recruitment also report similar staff development or inservice

experiences. Aides in early childhood and adult education report about half that number
of sessions and hours.
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Exhibit 5.34
Amount of Inservice Training Received by Even Start Staff
{1992-93 Program Year)
Average Number Average Number

Job Category of Sessions of Total Hours
Project administrator 7.7 63.5
Early childhood education

Coordinator 8.2 66.1

Instructor 6.8 47.7

Aide 5.7 46.7
Adult education

Coordinator 7.5 67.6

Instructor 5.9 42.8

Aide 5.5 46.6
Parenting education

Coordinator 8.6 63.7

Instructor ' 8.6 56.5

Aide 7.9 57.0
Family recruitment 8.8 68.6
Case management 7.9 57.3
Evaluation 7.7 54.0
Clerical 4.0 30.5
Support services 3.7 31.9
Exhibit reads: Project administrators, on average, attend 7.7 inservice training sessions a year for a
total of 63.5 hours.
Note: Based on 270 out of 340 projects. Individual staff may appear in more than one job category.
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Exhibit 5.35: Providers of Inservice Training to Even Start Staff
(1992-93 Program Year)

Muttiple [Even Start Staf
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Exhibit reads: 24.1 percent of inservice hours are provided by private consultants.
Note: Based on 270 out of 340 projects.

Exhibit 5.36: Content Area of Inservice Training
(1992-93 Program Year)

™. Eary Childhood Education
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Exhibit reads: 39.2 percent of inservice training sessions for Even Start staff focus on early childhood
education.

Note: Based on 101 Cohort 1 and 2 projects.
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training for the implementation of High/Scope and other preschool curricula. Even Start
staff also attended workshops on home visiting, cooperative learning, special needs
children, emergent literacy, children’s literature, whole language, and the use of
manipulatives with young children. Projects sent staff to the National Association for the
Education of Young Children and related state and regional conferences. Evaluation
issues were addressed in alternative assessment workshops and trainings for various
testing instruments. Staff learned about social issues affecting children in workshops on
child abuse, health issues, and multicultural topics.

Specific topics in adult education included the GED certificate, math for aduits, reading
frr lesse lnsial lnnenser incune in hilinaual adiiratinn and tha intanratinn nf technalnav intn
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Some responded to the question more generally by advising new projects to provide
frequent professional development opportunities for staff, to encourage life-long learning
for all staff, and to conduct a staff needs assessment to determine what kinds of
professional development activities staff would find most beneficial.

In addition to providing formal staff development activities, Cohort 1 and 2 projects
reported that they provided for staff development in other ways. Inresponse to an open-
ended question which asked projects to describe informal staff development activities and
comment on the usefulness of these activities, about one-third of the projects provide for
staff development through regular staff meetings. Several projects described mentoring
relationships among staff and other opportunities for staff to pursue their own
professional development plans. A number of projects commented that Even Start staff
could access training provided by the school district or other agencies. Staff also learned
from each other by visiting or sharing ideas with other Even Start projects, sharing
feedback and working as a team. A few projects provided for staff development through
computer linkages with other projects, staff journal writing activities, and interaction with
community agencies.

Project Directors’ Recommendations about Even Start Staff

Guided by a series of three open-ended questions, each Cohort 1 or 2 project director was
asked to offer staffing advice to new projects. Common themes addressed by project
directors include the value of using a team approach to staffing, establishing clear job
descriptions, allowing staff to play flexible roles, and hiring staff with a variety of personal
characteristics and professional backgrounds. Projects generally found full-time staff
more desirable than part-time staff. Directors also cited frequent, relevant professional
development activities as a critical element in the success of the program. Specifically,
projects described the following staffing principles:

. Use a team approach to staffing. Projects commented that staff
working in teams effectively supported the delivery of integrated
services that characterize family literacy programs. Projects reported
that a team approach to staffing worked well because it allowed for
joint planning and the sharing of job responsibilities to best meet
client needs. In addition, teams facilitated cooperation and
reciprocity between the child and adult components to create a
necessary linkage between family learners.

Some projects reported they were implementing the team staffing
model recommended by the National Center for Family Literacy (the
Kenan Model), which includes teams of two teachers and an
educational assistant; others used teams of one teacher and two
aides. Depending on the needs of the target community, some
projects added other members to the three-instructor model, such as
a social worker, home nutritionist, or child care aide.
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° Establish clear job descriptions. Projects stressed the importance of
establishing job descriptions that are clear but not too rigid. Job
descriptions should reflect the needs of clients, including flexible
schedules, and allow staff to share responsibility for the delivery of
various services as needed. Many projects stressed the importance
of staff responsiveness to the needs of the target community,
implying that new projects may find it useful to complete a needs
assessment prior to establishing job descriptions and hiring staff.

) Utilize staff in flexible roles; integrate responsibilities. In general,
projects indicated that the more integrated the approach to staffing
the better. For example, in many cases early childhood and adult
education staff share responsibility for the parenting component and
directors frequently encourage staff to understand the job
responsibilities of their co-workers. Projects found it useful to have
versatile, knowledgeable team players who can readily adapt and fill
in for other members of the team when needed.

Many projects highlighted the importance of hiring detail-oriented
clerical staff; qualified, experienced instructional staff; an on-site, full-
time director; and a social worker or case manager. Although few
projects reported having case managers, recruiters, or social workers
on staff, those that did indicated that these individuals were critical
members of their staff teams.

LI Seek enthusiastic and sensitive staff. Projects emphasized the
importance of hiring qualified, committed, well-trained staff who are
sensitive to the needs of disadvantaged families, as well as culturally
and linguistically representative of the population to be served.
According to many projects, the personality and enthusiasm of staff
were critical when it came to getting the program started and gaining
the trust of participants. In addition to enthusiasm, projects
recommended hiring flexible, creative, non-judgmental, and sincere
staff members.

® Hire staff with a variety of backgrounds. Because Even Start
programs provide a variety of services and levels of interaction to a
diverse population, projects advocated hiring staff of varied ages,
races, backgrounds, and personality styles. Projects found that this
practice of striving for a balanced group of staff enhanced the
interdisciplinary nature of the family literacy program, facilitated
collegial interactions among staff, and increased the likelihood that
staff would really connect with participants. A mixture of
paraprofessional and professional employees was generally cited as
an arrangement that worked well. Some projects found that clients
worked especially well with staff who had been hired from the
community served by the project.
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Employ qualified staff. Projects cautioned against hiring individuals
who are not qualified for their jobs. For example, projects mentioned
as problematic hiring staff who did not speak the primary language of
participants, who did not possess the skills necessary to be
successful in their jobs, or who lacked postsecondary education.
These under-qualified employees required more supervision, training,
and direction than staff who were qualified for their jobs when they
were hired. At the same time, however, other projects stressed the
importance of not limiting the job responsibilities of staff based solely
on a lack of formal education or experience. The responses of some
directors indicated that they had struggled with trying to find a
balance between hiring staff reflective of the client population and
staff with the skills, education, and experience necessary to do the
job.

Use full-time staff. When commenting about statfing arrangements
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This evaluation has multiple measures of program participation. One measure comes from
an annual interview with a family member, usually the mother, conducted by Even Start
staff. On the interview form, project staff indicate whether, during the year, the family
was an active participant in each of the three core services. This judgment on the part
of the project staff member provides a binary measure of participation in each core service
area for each family for each year of the evaluation. A second measure of program
participation comes from monthly "contact logs” that are used by project staff to record
the number of hours of participation each month by each family in each core service
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Exhibit 6.1: Number of Families Participating
in Even Start Core Services, by Program Year and Cohort
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Exhibit reads: Cohort 1 projects served 2,461 families in 1989-90.
Note: Based on reports from 270 of 340 projects. Data for 1991-92 do not include Cohort 3 families. Totals
include families in migrant projects.

year). Thus, the same projects, with the same level of resources, were able to serve
more than twice as many families in their third and fourth years of operation as in their
first year.

The large increases in numbers of families served over time can be attributed to the
projects’ need to deai with norma! implementation problems in the first year of program
operations (e.g., time had to be spent defining the program, recruiting staff, setting up
operations) and the general difficulty of starting up a new program. Once these problems
were solvea projects became more efficient, with the extra time and resources being
devoted to recruiting and serving additional families.

A similar pattern is seen for Cohort 2 projects. A total of 1,938 families (average of 44
families per project) were served in Cohort 2 projects during 1990-91 (their first year of
operations), and 3,997 families (average of 91 families per project—a 106 percent
increase) were served in 1991-92. This seems to represent steady-state operations for
Cohort 2, since participation was relatively unchanged in Cohort 2’s third year of service
(3,972 families, an average of 90 families per project).
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Participation Rates For Each Core Service

The Department of Education expects that all Even Start families will participate in each
of the three core service areas during their time in the program. Exhibit 6.2 shows the
percentage of families that participated in each core service area during the four years of
study for the 120 projects in Cohorts 1 and 2. Almost all Even Start families had a child
that participated in early childhood education during each year of the evaluation: 90
percent participated in 1989-90, 97 percent in 1990-91, and 98 percent in 1991-92 and
in 1992-93. Participation rates for parenting education were a little lower: 88 percent
of families had a participating adult in 1989-90, 94 percent in 1990-91, 93 percent in
1991-92, and 95 percent in 1992-93. At the beginning of Even Start, participation rates
were lowest for adult education (54 percent in 1289-90). The Department of Education
provided technical assistance to loca! projects and participation in adult education
increased to 80 percent in 1990-91, 1o 90 percent in 1991-92, and to 91 percent in
1992-93. The percentage of families that participated in all three core service areas

increaseu over the four years of study, from 46 percent to 75 percent to 84 percent to
86 percent.

The relatively low participation rates for projects in Cohorts 3 and 4 (see Exhibit 6.3)
reflect the new funding status of those projects. During 1992-93, 88 percent of the Even
Start families in these cohorts had a child who participated in early childhood education,
73 percent had an adult who participated in parenting education, 79 percent had an adult
who participated in adult education, and 52 percent participated in all three core services.

Participation rates for Cohort 1 and 2 projects were similarly low during their first year of
operation.

Each year approximately 10 to 15 percent of Even Start families participate in one, but
not both, of the adult-focused core service areas. Exhlblt 6.4 contalns detalled data o
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Exhibit 6.2: Percent of Families Participating in Even
I Start Core Services, by Program Year, for Cohorts 1 and 2
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Exhibits reads: 90 percent of Even Start families in Cohorts 1 and 2 had a child who participated in early
childhood education during the 1989-90 program year.
Note: Based on reports from 120 projects.

Exhibit 8.3: Percent of Families Participating in Even
Start Core Services, 1992-93, for Cohorts 3 and 4




Exhibit 6.4: Number and Percent of Familics
Participating in Even Start Core Services (198-93)
Core Service Cohort 1 Cohort 2 Cohort 3 Cohort 4 Migrant Total
1989-90 Participation
Adult education 54% 54%
Parenting education 88% 88%
Early childhood education 90% 90%
Adult ed. or parenting ed. 95% 95%
Adult ed. and parenting ed. 46% 46%
All core services 46% 46%
Total number of families n=2,461 n=2,461
1990-91 Participation
Adult education 80% 81% 100% 80%
Parenting education 94% 93% 94% 94%
Early childhood education 97% 97% 100% 97%
Adult ed. or parenting ed. 99% 96% 100% 98%
Adult ed. and parenting ed. 75% 78% 94% 76%
All core services 74% 77 % 94% 75%
Total number families n=4,770 n=1,938 n=18 n=6,726
1991-92 Participation
Aduit education 89% 91% na 84% 90%
Parenting education 93% 93% na 99% 93%
Early chiidhood education 98% 98% na 100% 98%
Adult ed. or parenting ed. 98% 98% na 100% 98%
Adult ed. and parenting ed. 85% 86% na 84% 85%
All core services 84% 84% na 84% 84%
Total number of families n=5,570 n=3,997 na n=134 n=9,701
1992-93 Participation
Adult education 90% 91% 82% 72% 64 % 85%
Parenting education 95% 95% 77% 70% 50% 86%
Early childhood education 97% 99% 88% 88% 88% 91%
Adult ed. or parenting ed. 99% 99% na na na na
Adult ed. and parenting ed. 86% 88% na na na na
All core services 85% 87% 57% 43% 36% 72%
Total number of families n=5,377 n=3,972 n=4,863 n=1,672 n=371 n=16,255
Exhibit reads: 54 percent of all Even Start families had an adult who perticipated in adult education during the 1989-90 program year.
Note: Based on reports from 270 of 340 projects.
na: Data not available.
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Start. Similar questions were asked in the In-Depth Study, where 40 percent of the
parents responded that they had participated either in adult basic education, GED
preparation, or English-as-a-second language programs during the past year. The higher
pre-Even Start participation rate for the in-Depth Study group may occur because the In-
Depth Study sites overrepresent Hispanics, who are more likelv than English-speakers to
enroll in English-as-a-second language programs. In any case, data from the NEIS show
that in the third and fourth years of program operations, over 90 percent of Even Start
adults participated in adult education.®

Parenting Education

Prior to joining Even Start, few parents had been involved in parenting education. Parents
were asked questions about previous participation in parenting education programs as part
of the In-Depth Study but not as part of the NEIS. Eight percent of the parents in the In-
Depth Study indicated that they had taken part in a parenting education program prior to
Even Start. Data from the NEIS show that in each year of program operations, over 90
percent of Even Start adults participated in parenting education.

Early Childhood Education

Determining the extent to which children would participate in early childhood education
programs in the absence of Even Start is difficult, because Even Start serves children from
birth to age eight, and early childhood education participation rates differ by age. In spite
of this problem, Even Start parents were asked about the prior formal educational
experiences of their child. Their responses (across all ages of children eligible for Even
Start) indicated that 64 percent of children in Even Start had no prior formal educational
experience, 14 percent had participated in Head Start, 13 percent tock part in some other
preschool, 12 percent were in kindergarten, and 5 percent were in primary school.

It is not possible to disaggregate the Even Start data by age of child, and so data from the
national longitudinal study of Chapter 1 were used to provide additional information on
this issue. According to Puma et al. (1993), 26 percent of Chapter 1 students had
participated in Head Start, and 35 percent had participated in some other preschool, a
total of 61 percent. It makes sense that these percentages are higher than those reported
by Even Start parents, because the Chapter 1 data were reported for first-grade children,
whose parents were able to reflect on their child’s entire preschocl experience. On the
other hand, Even Start parents’ reports of preschool experiences were limited by the age
of the child--if a child was three years old at entry to Even Start, that child could not have
participated in Head Start. Because of this problem, the Chapter 1 estimate of preschool
participation is likely to be a hetter estimate of the typical early childhood education

®Families had to participate in at least ene core service in order to be counted as a
program participant. We know that some families were recruited but never participated,
and these were not counted.
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participation rate for a disadvantaged population than the statistics provided by Even Start
parents.

A recent analysis by the U.S. General Accounting Office (1993) relies on Census data and
provides estimates of preschool participation for poor and nonpoor three- and four-year-
old children. The GAO concluded that 22 percent of three-year-old children and 49
percent cf four-year-oid children from poor families had participated in preschool. -The

percentages were higher (33 percent and 57 percent, respectively) for children from
nonpoor families.

The NEIS data set tells us that in each year of program operations over 90 percent of
Even Start children participated in early childhood education, and so it is clear that

regardless of the basis of comparison, Even Start has increased participation in early
childhood education programs.

To summarize, Even Start has achieved its goal of increasing participation in its three core
service areas, from somewhere in the 30 to 40 percent range to over 90 percent for adult
education, from about eight percent to over 90 percent for parenting education, and from
40-60 percent to over 90 percent for early childhood education.

Project-Level Variation in Participation Rates

Participation rates are not uniform across Even Start projects. And, in fact, the cohort-
level averages presented above mask much greater project-to-project variation. Exhibit
6.5 is a distribution of project-level participation rates in all three core services. The
shape of the distribution shows that many projects are able to engage a large percentage
of their families in all three core services: 90 percent or more of the families participated
in all core services for 32 percent of the projects. It also shows that all families
participated in each core service in 7 percent of the projects, whiie less than 60 percent
of the families participated in each core service area in 35 percent.of the projects. Most
of the projects in this latter group belong to Cohorts 3 and 4; only 6 percent of the

projects in Cohorts 1 and 2 had less than 60 percent of their families in all three core
services.

Exhibits 6.6, 6.7 and 6.8 are distributions of project-level participation rates for each of
the three core service areas. The distributions look roughly similar in shape, and are
essentially bi-modal. That is, one group of projects serves a relatively low percentage of

families (less than 60 percent) in each corc service area, and another group serves 90
percent or more of their families.
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Exhibit 8.5: Distribution of Participation Rates
by Project for All Core Services (1892-93)
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Exhibit reads: In 7 percent of the projects, 100 percent of the families participated in all three core services.
Note: Based on reports from 265 of 340 projects.

Exhibit 6.6: Distribution of Participation Rates
by Project for Adult Education (1992-93)
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Exhibit reads: In 22 percent of the projects, 100 percent of the families participated in adult education.
Note: Based on reports from 272 of 340 projects.
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Multi-Year Participation

Although Even Start projects are funded for four years, few families take part for that
amount of time. This fits with reports from project directors who, in the early years of
the evaluation, identified the recruitment, retention, and motivation of families as the
most common barrier to effective program implementation.

Fifty-three percent of the families that began Even Start in Cohort 1 projects during the
1989-90 year participated only in that first year, 24 percent participated in both the first
and second program years, 13 percent participated in three years, and 10 percent
participated in all four years of the grant (Exhibit 6.9). A similar pattern is emerging for
Cohort 1 families who started their participation in Even Start during 1990-91 and 1991-
92. On the other hand, Cohort 2 projects appear to be more successful at retaining
families across years. Of all Cohort 2 families that began Even Start in 1990-91, 27
percent participated for one year, 42 percent continued into a second year, and 31
percent participated in three years.

These percentages are informative, but they are limited in that they only identify a family
as having participated or not in a given year. They tell us nothing about the amount of
participation during that year. A more detailed look at length of participation is given by
Exhibit 6.10 which draws on monthly contact log data from Cohorts 1 and 2 to show the
number of months of participation over a 24-month period. The months of service do not
have to be consecutive, so that a family who participates in core services during October,
skips November and December, and participates again in January would have two months
of participation.

The exhibit shows that 25 percent of the families received some core services in three
or fewer out of the total possible 24 months, 50 percent of the families participated in
seven or fewer months,. 69 percent participated in 12 or fewer months, and about four-
fiftths (79 percent) participated in 24 or fewer months. Conversely, 31 percent
participated in more than 12 months.

Reasons for Exiting from Even Start

There are many reasons for turnover of families in Even Start (see Exhibit 6.11). Some
of these are positive, e.g., a parent found a job and moved out of the project’s catchment
area, and some are negative, e.g., the family lost interest or the program didn’t meet their
needs. A reason for leaving was reported for 70 percent of the families that left the
program, a substantially higher percentage of families than was observed in the national
evaluation of adult education programs, where program staff were able to list a reason
for exiting for only 38 percent of the families that left the program (Development
Associates, 1993). Families that exited the program for unknown reasons may be
different in important ways from families that exited for a known reason. For example,
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Exhibit 6.9

Years of Participation by Cohort and Year of intake

One Two Three Four
Year

Years Years Years
Cohort intake Total
Year N “ % ll N % N “ % “ N “ %

Cohort 1 1988-90 1,315 53% 586 24% 329 13% 231 10% 2,461
1890-81 2,001 55% 1,009 27% 650 18% 3,660
1981-92 1,868 655% 1,525 45% 3,383

Cohort 2 1990-91 520 27% 807 42% 611 3i1% 1,938
1991-92 1,377 53% 1,221 47% 2,598

Exhibit reads: Among femilies entering Even Start st a Cohort 1 site during 1988-80, 63 percent participated only

in thet program ysar while. 24 percent slso participsted during 1980-81, 13 percent perticipated in 1891-92, and

10 percant participated in all four program yers. I
Note: Based on raports from 120 of 340 projects.

Exhibit 6.10: Number of Months in Which Even Start
Families Participated in Core Services
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Exhibit 6.11

Reasons for Leaving Even Start
(1992-93 Program Year)

Percentage of
Families Giving A

i
i
i
' Reason for Leaving N Reason
No reason given 5,015 -—-
I Reason given 11,532
Completed planned educational program or 2,756 24%
. met personal objectives
Moved from area or changed programs 2,779 24%
' Lack of interest, refused to participate 1,563 13%
Family crisis 1,387 12%
l Not eligible based on local or national 1,177 10%
criteria
l Conflicts, barriers to participation 595 5%
Service unavailable or project closed 295 3%
Other 1,010 9%

Exhibit reads: 24 percent of the families which left Even Start did so because they successfully
completed their planned educational program.
Note: Based on reports from 272 of 340 projects.

families which leave for unknown reasons may be more likely to move, to be dissatisfied

with the project, or to be difficult-to-reach families than families that leave for a specific
reason.

Based on families where there was a reason for leaving, completion of the planned
educational program or meeting personal objectives was listed for 24 percent of families
that exited Even Start. This includes families where all members completed their
educational program as well as families where parents obtained their GED or a full-time
job, at which time the entire family exited the program.

Moving out of Even Start’s catchment area or changing programs was an equally common
reason for leaving the program, listed for 24 percent of families. This large percentage
of movers raises the issue of whether project directors are aware of and are using their
option to continue serving families that have moved but are close enough to continue
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Thirteen percent of the families left Even Start because of a general lack of interest in the
program and a subsequent refusal to participate. Another 12 percent had a family crisis
of one sort or another that prevented them from participating. Ten percent left the
program because they became ineligible due to a change in the family situation, i.e., there
was no longer an eligible child or adult in the family. This could be due to federal or local
eligibility requirements. Five percent gave a variety of reasons which suggested personal
or structural conflicts or barriers to continued participation, such as: medical reasons,
work conflicts, pregnancy, scheduling conflicts, child care problerns, and a lack of
transportation. Finally, three percent were in projects that closed or left because a key
service was unavailable.

Amount of Core Services Received

The contact logs compiled by Even Start staff from projects in Cohorts 1 and 2 record the
amount of time families spent in each core service area on a monthly basis. The mean
amount of service for each core service area is substantially higher than the median,
indicating that some families receive very large aniounts of service, while many more
received relatively small amounts of service. We present both medians and means in the
following discussion.

Even Start staff recorded contact hours for one adult and one child in each family. Thus,
the participation data described below represents a lower-bounds estimate of service
hours for families where multiple child or muitiple adults participated in Even Start core
services.

Total Hours of Service Received

Exhibit 6.12 shows the amount of service received by families who entered Even Start
in 1990-91. The average family in that cohort participated in 107 hours of adult
education (median of 41), 58 hours of parenting education {median of 29), and 232 hours
of early childhood education (median of 102). Although not shown in a table, the average
amount of service received by families in the five In-Depth Study projects is close to the
overall figures cited above: 123 hours of adult education {median of 63), 48 hours of

parenting education (median of 34), and 266 hours of early childhood education (median
of 162).

There is great variation in the total amount of core services received by Even Start
families. Exhibit 6.13 is a distribution of total hours of adult education. It shows that
more than half of the adults who participated in Even Start received less than 50 hours
of adult education, 15 percent received between 50 and 99 hours, 8 percent received
between 100 and 149 hours, and so on. Small percentages of families received very
large amounts of adult education, (e.g., 10 percent received 300 or more hours).
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Exhibit 6.12

Measures of Amount of Core Services for 1990-91 Cohort

Percentile =“

25% 50% 75%
(Median) Mean SD

Core Service

Total hours served

Adult education 14 a1 124 107.1 169.4

Parenting education 11 29 67 57.8 93.2

Early childhood education 21 102 330 232.3 305.0
Total months served

Aduit education 3 5 12 7.8 6.6

Parenting education 3 6 12 8.3 6.8

Early childhood education 3 6 12 8.1 6.5
Average hours per month

Adult education 4 9 18 13.5 13.9

Parenting education 2 4 8 6.5 7.4

Early childhood education 5 16 39 26.0 26.7

Exhibit reads: Even Start adults participated in an average of 107.1 total hours of adult education. The
median adult participated in 41 hours.
Note: Based on reports from 120 of 340 projects.

A similar pattern can be seen for parenting education (Exhibit 6.14) and for early
childhood education (Exhibit 6.15). Sixty-six percent of Even Start families received less
families received less than 50 total hours, 11 percent received between 50 and 99 hours,
and the remaining 51 percent received more than 100 total hours, ranging up to 600 or
more hours of instruction.

Additional analysis of contact log data for adult education shows that the average number
of instructional hours increased steadily over three years of measurement, from 68 hours
in 1990-91 to 91 hours in 1991-92, and again to 107 hours in 1992-93 (Exhibit 6.16).
This pattern of increasing amounts of instruction over time holds for each instructional
area within adult education. It appears that as Even Start projects mature, the amount
of participation on the part of adults increases, either as a function of better attendance
or increased retention.
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Exhibit 6.13: Distribution of Total Hours of Adult Education

Percent of Adults

100-149 150-199 200-249
Total Hours of Adult Education

Exhibit reads: More than half (55 percent) of Even Start adults participated in less than 50 hours of adult
education.

Note: Based on reports from 120 of 340 projects.

Exhibit 6.14: Distribution of Total Hours of Parenting Education

Percent of Adults

. ’2%

100-149 150-100 200-240
Total Hours of Parenting Education

Exhibit reads: Two-thirds of Even Start adults participated in parenting education less than 50 hours.
Note: Based on reports from 120 of 340 projects.
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Exhiblt 6.15: Distribution of Total Hours of Early Childhood Education
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Exhibit reads: 38 percent of Even Start children participated in early childhood education less than 50 hours.
Note: Based on reports from 120 of 340 projects.

Exhibit 6.18: Average Adult Education Hours

by Instructional Area and Program Year (3@ ESL
125
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Exhibit reads: Even Start adults received an average of 107 hours of aduk education instruction in 1992-93.
Note: Based on reports from 120 of 340 projects.
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To put these findings in perspective, Exhibit 6.17 contrasts the average number of hours
spent by Even 3tart adults participating in different types of adult education with the
amount of time spent by adults in adult education programs across the country as
measured by the national evaluation of adult education programs (Development
Associates, 1993). Across all three years of Even Start data collection, Even Start
participants received more instruction, on average, than participants in regular adult
education programs (93 hours vs. 80 hours). When broken down by instructional area,
the Even Start vs. regular adult education difference is negligible for adult basic education
and English-as-a-second-language programs, but is quite large for adult secondary
education/GED preparation programs (average of 91 hours vs. 65 hours).

Exhibit 6.17

Average Adult Education Hours by Instructional Area,
Even Start and Other Adult Education Programs

Other Adult Education
Even Start Programs

Instructional Area (Average Hours)* (Average Hours)® '

Adult basic education 79 74
Adult secondary 91 63
education/GED preparation

English-as-a-second 109 107
language

Total 93 80

Exhibit reads: Even Start adults received an average of 93 hours of adult education.
‘Represents average of data from 1990-91, 1991-92, and 1992-93.
*From National Evaluation of Adult Education Programs, Development Associates (1993}, p.60.

The differences favoring Even Start are much larger if we assume that the national adult
education evaluation is measuring mature adult education programs, and that mature Even
Start projects would provide instruction at levels similar to the most recent year of data
collection (1992-93) shown in Exhibit 6.16. The 1992-93 data show that, across all
instructional areas, Even Start participants received 34 percent more adult education
instruction than do participants in regular adult education programs: 62 percent more for
adult secondary education/GED preparation, 35 percent more for adult basic education,
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the typical Even Start family received 9 hours of adult education (mean of 13.5 hours),
4 hours of parenting education (mean of 6.5 hours), and 16 hours of early childhood
education (mean of 26 hours) per month (Exhibit 6.12). This could equate to a once-a-
week adult education class for two hours per week and a once-a-week parenting
education visit or class for one hour per week.

As was the case for total hours of core services, there is great project-to-project variation
in the average monthly hours of each core service. Exhibits 6.18, 6.19, and 6.20 show
project-level distributions of the average hours per month of service for adult education,
parenting education, and early childhood education. Eighty-five percent of the projects
provide an average of fewer than 19 hours per month of adult education, with small
numbers of projects providing higher amounts (Exhibit 6.18). The same pattern is seen
for parenting education--94 percent of the projects provide an average of 14 or fewer
hours of paranting education per month (Exhibit 6.19). There is even greater variation in
the amount of early childhood education services received, and the distribution of average
amount of service received (Exhibit 6.20) is fairly flat, except that 18 percent of the
projects provide an average of 45 or more hours of early childhood education per month.

Amount of Early Childhood Education. The amount of early childhood education service
is related to the age of the child being served (Exhibit 6.21). The typical Even Start child
who is less than one year of age received 6.3 hours per month of early childhood
education {mean of 15.5 hours). This amount stays roughly constant for one-year-olds,
and then increases to 10.6 hours per month (mean of 20.0) for two-year-oids, 20.3 hours
(mean of 29.2) for three-year-olds, and 29.6 hours {mean of 35.5) for four-year-olds. The
pattern breaks for five-year-old children, who receive fewer hours of early childhood
education services through Even Start (median of 12.0 hours per month, mean of 25.2)
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Exhibit 6.18: Project Level Distribution of Average
Hours Per Month of Instruction for Aduit Education
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Exhibit 8.23: Percent of Projects Using Different Amounts
of Home-Based Service, by Core Service Area

'

Y
7
Z
7
7

Parcent of Projects

Aduit Education Parenting Education Earty Childhood Education
Core Service Area

Exhibit reads: 34.2 percent of the projects provided over two-thirds of parenting education services to adults
and children together,
Note: Based on reports from 120 of 340 projects.

Effect of Home-Based Services on Retention and Service
Amount

Home-based services are an important part of Even Start projects, and the preceding
discussion showed that there is substantial variation in the extent to which projects rely
on this service delivery mode. Home-based services are seen as important in their own
right--as being a useful way of delivering services directly to families. In addition, when
Even Start staff travel to a family’s home there is hope that the family will feel that Even
Start staff value them, that family members will learn to trust Even Start staff and, in the
long run, that famity members will be willing to participate more fully in Even Start
activities.

Data from the NEIS show that there is a strong positive relationship between amount of
home-based service and retention/participation in Even Start. Retention rates, defined as
the percent of families participating in Even Start for six or more months, are substantially
higher in projects that provide services primarily in the home than in projects that provide
fewer home-based services (Exhibit 6.24). Program retention goes up from about 40
percent in projects that provide nc home-based services to about 70 percent in projects
which provide 68 percent or more of their services in the home. This relationship exists
for all three core service areas.

Participation in Even
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Exhibit 6.24: Percent of Even Start Families Participating for Six or More
Months by Percent of Home-based Services and Core Service Area

3
2

Percont Pam'dpaﬂtg 6 or More Months
£

0% 1-33% 34-87% 88-100%
Percent home-based services

Exhibit reads: 69 percent of children in mostly home-based projects participated in early childhood education
for 6 or more months.

Note: Based on reports from 120 of 340 projects.

At the same time that retention is improved, service intensity is decreased in projects that
emphasize home-based instruction. Exhibit 6.25 shows that the average hours of
instruction per month received by participating families decreases in each core service
area as the amount of home-based instruction increases. For example, children in projects
which provide 33 percent or less home-based early childhood education participate for
about 27 or 28 hours a month, while chiidren in projects which provide more than 33
percent home-based early childhood instruction participate for five to ten hours a month.
This finding makes sense in that it is relatively easy to have high numbers of hours in a
center-based early childhood education program where children participate as a group,
while a home-based program which includes one-on-one instruction rarely will be able to
provide more than one or two hours per week. The same holds for adult education and
parenting education programs.
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Exhibit 6.25: Average Hours of Services Received per Month by
Percent of Home-Based Services and Core Service Area
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Percsnt home-based services

Exhibit reads: Children in projects which provide mostly home-based early childhood education received an
average of five hours per month of early childhood education.
Note: Based on reports from 120 of 340 projects.
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o Exhibit 7.1
S Hypothesized Sequence of Even Start Effects
3
@
3
Children Children
Increased recelpt of *Improved school readiness eImproved school
L1 early childhood *Improved vocabulary achievement
education *Improved emergent literacy elmproved school
skills experiences (e.g.,
attendance, grade
retention, special
. t
ggl;lents: Parenting and Personal ed. placement)
5
R Increased receipt eImproved parenting skills
[Even Start of parenting % elmproved parent/child
= education interactions
- eImproved home learning
o environment
eDecreased depression
eImproved sense of mastery
Increased receipt eIncreased involvement with
of adult education schools
Parents: Literacy and
» o Educatiogd
S eImproved functional litera:
3 e ooiPes | ||| +Atainment of GED
S § Sl eIncreased reading/writing Families
iy eincreased income
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Exhibit 7.2

Demographic Characteristics at Pretest of Families
in Random Assignment Sites of the In-Depth Study

Percentage of Families

Demographic Characteristics Even Start Control
(n=101) {n=98)

Family Configuration .
Single Parent 40% 39%
Couple 41% 46%
Extended family 17% 13%
Other ' 1% 1%

Education Level
Parent has high school diploma, GED,

or higher 27% 19%
Spouse/partner has high school
diploma, GED, or higher 47% 39%
Employment Status
Parent not working 83% 82%
Parent working part-time 5% 7%
Parent working full-time 12% 11%
Spouse/partner not working 27% 14%
Spouse/partner working part-time 6% 7%
Spouse/partner working full-time 67% 79%
Primary Source of Income
Government assistance 53% 44%
Job wages 42% 51%
Alimony and child support 2% 1%
Other 3% 4%
Annual Income
Less than $5,000 52% 44%
5,000 - 9,999 21% 30%
10,000 - 14,999 13% 9%
15,000 - 19,999 7% 10%
20,000 - 24,999 3% 6%
25,000 or more 4% 1%

Approach to Assassing Effects
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the pretest-posttest gains among the control group from the gains among the Even Start
group and dividing by tt.e standard deviation of the control group pretest scores.

In addition to the In-Depth Study, the NEIS provides great amounts of pretest-posttest
data on about 120 Even Start projects, and these data are used to provide information
about pretest-posttest gains for Even Start participants. The approach used here is
measure-specific. For some measures we have developed our own Even Start "norms,"”
for others we use external standards of comparison such as the norms that publishers
provide for standardized tests, the scores attained by similar populations in other recently
completed evaluations, or the scores or program participants prior to receiving program
services. While these approaches are second-best to a randomized experiment, the

combination of the two provides for a strong assessment of the short-term effects of
Even Start.

it is important to recognize that findings from the In-Depth Study are based on a
longitudinal study of a fixed group of families. These families were randomiy assigned
to Even Start or a control group in the fall of 1991 and were pretested. They were then
tested twice more, at nine months and at 18 months after the pretest. All families
participating in the evaluation were assessed at each measurement point, regardiess of
whether they were participating in Even Start. This longitudinal assessment provides an
unbiased, and conservative. estimate of the impacts of Even Start.

In contrast, data from the NEIS were collected under a very different design, which allows
answers to different questions. Data for the NEIS were collected on program families
only, at entry to Even Start, and at the end of each school year or at exit from the
program (if the family left the program). No measures were made of any families after
they exited from Even Start. Thus, the NEIS data are restricted to the subset of families
who remained in the program between pretesting and posttesting. Any family that did
not participate long enough to be posttested had to be omitted from the analysis. Since
we expect length of participation to be related to positive program effects, we also expect
families measured in the NEIS to show larger gains than program families measured in the
in-Pepth Study. Thus, findings from the NEIS can be generalized only to the population
of families that remain in the program for several months {long encugh to be posttested),
while findings from the in-Depth Study can be generalized to all Even Start families in the
selected projects, including those that dropped out early.

In this report we try to reconcile the findings from these two data sets. This is easy
when the two data sets point to the same conclusion, but it is more difficuit when one
data set points to a positive effect while the other data set shows that Even Start makes
no cifference. What should be remembered is that differences in the design of the two

data sets mean that they are not necessarily equally appropriate for answering the same
questions.

A listing of the outcome measures used in the In-Depth Study portion of the evaluation

and in the NEIS is contained in Exhibit 7.3. Qutcome measures on the NEIS were
collected only in Cohort 1 and 2 projects.
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Approach to Assessing Effects
Even Start 156 on Even Start Participants

l Exhibit 7.3
Outcome Measures Used in In-Depth Study and NEIS
I Outcome Measure IDS NEIS
Children
I PreSchool invantory X X
Peabody Picture Vocabulary Test X X
l Child’s Emergent Literacy Test X -
Parants: Literacy levels
Comprehensive Adult Student Assess. System X X
l Attainment of a GED X X
Reading/writing activities at home X
Parents: Parenting and personal skills
' Personal skills
Depression scale X --
Mastery scale X --
l Home iearning environment
Talking with child X X
Play materials in home X X
' Number of children’s books in home X X
Reading to child X X
Reading materials in home X X
I Learning activities at home X X
' Teaching child X X
Family rules X --
' Activities with child X -
Parent as a Teacher X X
Parent/child reading task X -
l Parents’ expectations and involvement
Expectations for school success X X
I Expectations for high school grad. X X
Families
Social support scale X --
I Family resources
Source of income X -
Income level X --
I Adequacy of resources X --
Employment status X X
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' Exhibit 8.1
PSI Pretest Scores
' (Raw Scores from the NEiS Data Set)
Group _“ N Mean SD
. Age at pretest
3-0 to 3-11 963 10.0 5.8
i- 4-0 to 4-11 1,413 14.4 6.5
5-0 to 5-11 347 18.9 7.0
l Gender
Male 1,317 13.4 7.2
l Female 1,369 14.0 7.2
Ethnic Eackground
Asian 37 12.4 8.1
' African-American 897 13.4 7.1
- Hispanic 729 12.0 7.6
Native American ' 75 13.7 6.8
White 992 15.2 6.7
I Prior preschool experience
No 1,948 12.7 6.9
l Yes 697 16.4 7.3
Highest grade attained by target parent
' Grade 0-4 74 11.5 9.0
Grade 5-8 482 12.9 7.2
Grade 9-12 1,619 13.8 7.1
Diploma or GED 504 14.9 7.2
Language of test administration
l English 2,296 14.3 7.0
Spanish 357 11.4 7.7
I Total 2,723 134 7.0
Exhibit reads: The average PSI pretest score for males was 13.4 points.
}
}
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Developing Age Norms for the PSI

One way to measure the effect of Even Start on the PSI is to compare pretest-posttest
changes observed for children in families assigned to Even Start with changes observed
for children in families assigned to the control group in the In-Depth Study projects.
Because families were randomly assigned to the two groups, this approach will yield an
unbiased estimate of the effect of Even Start in these sites. But, the In-Depth Study
relies on data from only five sites, witi a total of about 100 families in Even Start and
100 control families.

We would like to use data from the NEIS to augment the conclusions that can be drawn
from the In-Depth Study. The problem is that the NEIS only collects data from Even Start
families--no control families are measured. If the PSI had national norms, we could
estimate the amount of growth expected on the PSI by comparing the pretest-posttest
growth of Even Start children with the growth of children nationally. But, no such norms

exist for the PSI, and, even if they did, they probably would not be based on a sample of .

children that adequately represents the Even Start population.

Fortunately, the pretest data collected for this evaluation afforded the opportunity to
develop age norms for the PSI based on data collected on Even Start children. By
definition, the resulting norms are directly applicable to the Even Start population. In
brief, the methodology called for administering the PSI to children three to five years old
as they entered Even Start and using these pretest scores to generate a growth curve
which represents the no-treatment expectation for the Even Start population. Additional
information on this approach is contained in St.Pierre et al., (1993) and Murray et al.,
(1993), and is reproduced in the technical appendix to this report. To the extent that
children entering Even Start have had prior preschool experience, their pretest scores
reflect learning obtained through that experience.

The results of the norms development effort are summarized in Exhibit 8.2 which shows
that children in the Even Start population are expected to gain an average of .40 items
per month on the PSI, solely on the basis of normal development. Children who are
administered the PSl in Spanish are expected to gain an average of .29 items per month.
Gains are expressed in terms of number of items per month because children participate
in Even Start for different lengths of time (different numbers of months). We use these
no-treatment expectations in subsequent analyses to determine whether participation in

Even Start produced pretest-posttest changes which are greater than what would be
expected on the basis of normal development.

Effects on the PSI

Data from the national survey of all Even Start programs (the NEIS) indicate that Even
Start has a statistically significant, positive effect on the PSI--an effect commensurate in
size with effects on the PS! that have been observed in other evaluations of high-quality
preschool programs. During the first year of the random assignment In-Depth Study, Even
Start children gained at a significantly greater rate than control group children. However,
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Exhibit 8.2

Developmental Growth on the PSI in the
Absence of Even Start Instruction
(Based on the NEIS Data Set)

Expected 95%
Number of Growth in Confidence
Group Children Items/Month Band
No prior preschool 1,481 .40 .36-.44
experience
Prior preschool experience 466 37 .33-.42
Administered in Spanish 366 .29 .24-.34

Exhibit reads: Without preschool experience, including Even Start, a child would be expected to gain .40
raw score points per month on the PSI.

iNote: Developmental growth is estimated from cross-sectional pretest scores. It is defined as the slope
of the regression line predicting pretest scores from age in months. The 95 percent confidence band is
obtained by adding and subtracting 1.96 standard errors from the expected growth.

once control group children entered Head Start or kindergarten, they gained at the same
rate as Even Start children.

Effects as Measured by the In-Depth Study. Data from the In-Depth Study show that
children in families assigned to participate in Even Start gained an average of 10.2 points
from pretest to the second posttest (about an eighteen-month period) compared to an
average gain of 9.3 points for children in families assigned to the control group (Exhibit
8.3). Both the Even Start and the control group gained a statistically significant amount
on the PSI| since the pretest. However, the gain for the Even Start children is not
significantly greater than the gain for the control chiidren.

These results differ from these seen at the first posttest, where Even Start children gained
significantly more than control children. Looking at the scores from Even Start and the
control group at the three data collection points (Exhibit 8.4}, we see that Even Start
children demonstrated rapid growth between the pretest and first posttest, with a steeper
slope than the control group. Even Start children continued on this growth trajectory
between the first and second posttests, but control group children gained at a faster rate

than they had between the pre test and first posttest, and partially closed the gap between
them and the Even Start group.
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One likely explanation for these results is that children in the control group are more likely
l to be enrolled in early childhood education as they get older. Another is that children in
Even Start at the pretest may drop out or end participation before the second posttest.
Exhibit 8.5 shows the percentage of Even Start and contro! children who were enrolied
' in an early childhood education program at the pretest and both posttests. At the pretest,
about half of the Even Start parents reported that their children were enrolled in an early
childhood program, compared with 23 percent of the controi group. The greater
l percentage among Even Start children is most likely due to the fact that the pretest
interview could have been administéred up to a month after Even Start program
participation began. At the first posttest, the proportion of Even Start children reported
' by parents to be in early childhood education was double that of the control group (67
percent versus 33 percent). It was at this time point that a significant difference between
l the groups was seen in the PSI.

|
|
|
" Exhibit 8.5: Participation in Early Childhood Education Among
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These findings provide evidence that (1) the majority of children in the control group
entered an early childhood program by the second posttest, and (2) about half of the
children in the Even Start group were no longer in the program after the first posttest.
Therefure, it is not surprising that the significant program effects on the PSI which were
observed at the first posttest disappear at the second posttest.

Effects as Measured by the NEIS. Data frormn the NEIS were analyzed differently than data
from the In-Depth Study. Across all Even Start projects, children gained at the rate of .91
PSI items per month, compared with a developmental expectation of .40 items per month
for children with no prior preschool experience. Exhibit 8.6 illustrates how the PSI growth
trajectories of children with and without Even Start diverge over time. The trajectory for
children prior to participation in Even Start shows growth at a rate of .40 items per
month--the rate expected on the basis of normal development. The trajectory for children
after participating in Even Start shows growth at an accelerated rate of .91 items per
month.

Exhibit 8.6: PSI Growth for a Chiid Entering Even Start at Age Three Compared
with Developmental Growth Estimated from Pretest Scores

32 l
30 Even Start Qrowth

28
26 !

Developmental Growth

40 46 5.0
Age (Years-Months)

Exhibit reads: A child entering Even St at age three would be expected to gain .91 items per month on the

PSI compared with the .40 items per m. :h growth estimated from cross-sectional data from children without
prior preschool experience.

The gain of .91 items per month can be expressed as the combination of .40 items per
month due to normal development plus .51 items per month due to Even Start. We can
therefore say that participation in Even Start more than doubles the expected rate of
learning on the PSI. This is a substantial effect, one which is equivalent to the largest
child-level gains observed on the PSI in other studies of preschool programs.

Effects of Even Start
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Another way to interpret the data is to express tiic size of the effect in terms of standard
deviation units. Dividing the effect of .51 items per month by the PSI’s standard
deviation of 7.0 shows that participation in Even Start has an effect size of .07 standard
deviation units per month. Findings presented earlier in this report showed that, on
average, children participate in Even Start for about eight months. Thus, the NEIS data
show that Even Start has an effect of .56 standard deviation units for the average Even
Start child. This is a "medium-sized” effect by general standards of social science
evaluations.

Exhibit 8.7 provides a comparison of the effect observed on the PSI in the Even Start
evaluation with effects on the PSI as seen in four other large-scale evaluations of early
childhood education programs conducted in the 1970s and 1980s. In the other
evaluations, the developmental gain (no-treatment expectation) on the PSI ranged from
.4 to .5 items per month, and the gain including the effect of the program under study
ranged from .6 to 1.0 items per month. Children participating in Even Start fit the
developmental pattern observed in the other studies exactly, gaining .40 items per month
prior to entering Even Start. Once in Even Start, they gained at an improved rate of .91
items per month. This accelerated rate of learning on the PSI means that as Even Start
children enter the public schools they are more likely to know basic concepts and
precursors of kindergarten skills than they would have been in the absence of the
program.

Information on how different subsets of Even Start children performed on the PSI is
presented in Exhibit 8.8. The average monthly gains are remarkably stable across
subgroups. That s, childrens’ monthly gains on the PS| are roughly equivalent, regardless
of age of child, gender, ethnic background, prior preschool experience, education level of
parent, language in which the test was administered, family structure, or annual family
income. This argues that Even Start does equally well at teaching school readiness skills
to quite varied groups of children, and that the overall estimate of .91 *ems per month
is a robust indicator. Where it appears that large differences exist betwuen subgroups,
the sample size in one of the subgroups tends to be small, casting doubt on the reliability
of the estimate.

Child Literacy as nfeasured by The Peabody Picture
Vocabulary Test

The Peabody Picture Vocabulary Test-Revised (PPVT) measures receptive (hearing)
vocabulary, and gives a quick estimate of verbal or literacy-related skills.

Description of the Measure

The PPVT is an individually administered test that requires 15 to 20 minutes per child and
is appropriate for children between the ages of two and 18 years. In this evaluation, the
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Exhibit 8.8

Average Monthly Gain in Raw Score
Points on the PSI for Selected Variables
(NEIS Data Set)

T B Monthly Gain
Group “ N JL Mean SD

i
i
I Age at pretest
l 3-0 to 3-11 1127 .85 .88
4-0 to 4-11 1,529 .86 .81
5-0 to 5-11 74 .87 .96
l Gender
Male 1,288 .89 .86
l Female 1,316 .94 .83
Ethnic background
' Asian 46 1.16 77
African-American 831 .92 .86
l Hispanic 681 .95 .96
Native American 85 .87 .82
White 1,003 .88 .75
' Prior preschoo! experience
No 988 .99 .86
' Yes (prior to Even Start) 275 .98 .76
Yes (Even Start prior to age 3) 1,378 .84 .83
l Highest grade attained by target parent
Grade 0-4 91 .90 .99
' Grade 5-8 492 91 .94
Grade 9-12 1,520 91 .81
. Diploma or GED 488 .95 .76

Language of test administration
English 2,208 91 .82
Spanish 430 92 1.00
Both 75 .90 .82

Effects of Even Start
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Exhibit 8.8
{continu~d)

Avarage Monthly Gain in Raw Score
Points on the PSI for Selected Variables
(NEIS Data Set)

Monthly Gain

Group N II Mean II sD |

Family structure

Single parent 932 .93 .89
Extended family 343 .93 .90
Couple 1,385 .90 .79
Annual income
Under $5,000 925 .95 .91
$5,000 - $9,999 732 .86 .84
$10,000 - $14,899 485 .89 .79
$15,000 - $19,999 245 .93 .74
$20,000 - $24,999 130 .99 .88
$25,000 or mare 93 1.02 .76
Total 2,730 91 .85

Exhibit reads: Children tested twice with the PSI gained an average of .91 raw score points per month. Since
developmental growth accounts for about .40 raw score points per month, Even Start early childhood education
more than doubles the growth rate of readiness skills for participating children.

the delayed test-retest reliability is .78. A great deal of validity information is available
- - e for tha DDV/T and tha TVID  lecune af ~rnntant validitss _snnotrint avaliditu. and neitarinn







Exhibit 8.9: Average PPVT Pretest

Standard Scores by Age in Months
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program effect (Exhibit 8.10). A graph of scores over the three data collection points
confirms that there are few differences between the program and control groups (Exhibit
8.11). Earlier in this discussion we saw that most children in the {n-Depth Study control
group had entered an early childhood education program by the time of the second
posttest. This could partly explain the pattern seen in Exhibit 8.11, where Even Start
appears to be making a difference at the first posttest (though not a statisticaily

significant one), but the control group has moved ahead a bit by the second posttest
(again, not significantly so).

Effects as Measured by the NEIS. Data from the NEIS lead to a different conclusion than
that which was drawn from the in-Depth Study data. Based on the NEIS, we see that
Even Start children make significant gains on the PPVT. Exhibits 8.12 and 8.13
present the results of analyses based on NEIS data from all Even Start projects. The
exhibits show average pretest-posttest gains on the PPVT and TVIP, expressed in
standard score points per month (gains are expressed in points per month because
children participate for different numbers of months).

Based on the norms analyses described above, we do not expect to see any change in
PPVT standard scores due to maturation. However, we do see that children participating
in Even Start gain an average of .94 standard score points a month on the PPVT and .92
points per month on the TVIP. Dividing by the PPVT standard deviation yields a per
month effect of .06 standard deviation units. Multiplying by eight months, the average
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Exhibit 8.10

Peabody Pictire Vocabuiary Test:
Effects from the In-Depth Study

Even Start Control
(n=76) (n; 70)
IL_Mean " $.D. Mean “ S.D.
Pretest 76.6 19.5 76.9 17.2
Second Posttest 83.7 171 85.1 17.8
Gain 7.1* - 8.2* --
Program Effect -1.1 points
(Effect Size) (.06 s.d.)

|
|

*p<.05

Exhibit reads: Even Start children in the In-Depth Study averaged 76.6 points on the PPVT pretest.

Exhibit 8.11: Peabody Picture Vocabulary Test: Pretest and
Posttest Scores from the In-Deptn Study

80
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Eew 70.9)
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TO8] T 73

76.8
<75

70 ‘ _

Preteat (Age 4 yTs.. O mos.) Postisst #1 (Age 4 yra., 9 mos.) Postiest #2 (Ages 5 yrs., 8 mos.)

Note: Based on sample of children with data at all three testing points (Even Start n = 76; contiol n = 70).
Exhibit reads: Even Start children received an average standard score of 83.7 at the second posttest.
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Exhibit 8.12
Average Monthly Gain on the PPVT
in Standard Score Points for Selacted Variables
(NEIS Data Set)
Monthly Gain
Group
N Mean SD

Age at pretest

3-0 to 3-11 858 .39 2.11

4-0 to 4-11 1,309 1.47 2.30

5-0 to 5-11 571 .89 1.92

6-0 to 6-11 289 .51 1.86

7-0 to 7-11 92 .34 2.19
Gender

Male 1,628 .99 2.20

Female 1.461 .86 2.15
Ethnic background

Asian 50 1.52 2.62

African-American 1,091 1.14 2.35

Hispanic 382 .81 2.37

Native American 177 .22 1.61

White 1,324 .89 1.96
Prior preschool experience

No 961 1.21 2.8

Yes (prior to Even Start) 504 1.03 2.14

Yes (Even Start, prior to age 3) 1,545 .76 2.18
Highest grade attained by target parent

Grade 0-4 33 .65 3.17

Grade 5-8 460 .97 2.17

Grade 9-12 1,843 .96 2.19

Diptoma or GED 626 .87 2.10
Form administered at pretest

Form L 2,904 1.00 2.18

Form M 3 215 .10 2.14
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Exhibit 8.12
(continued)

Average Monthly Gsin on the PPVT
in Standard Score Points for Selected Variables
(NEIS Data Set)

|

Monthly Gain
Group “ N Mean SD
Family structure
Single parent 1,214 1.02 2.30
Extended family 349 1.15 2.13
Couple 1,476 .84 2.12

JI Annual income




Exhibit 8.13

Average Monthly Gain on the TVIP
in Standard Score Points by Age at Pretest

" Monthly Gain

Age at Pretest " N Mean SD
3-0 to 3-11 148 .48 2.45
4-0 to 4-11 202 1.08 2.45
5-0 to 5-11 129 1.30 2.26
6-0 to 6-11 78 .b6 2.12
7-0 to 7-11 24 1.31 1.84
Total 581 92 2.36

Exhibit reads: Children tested twice with the TVIP had an average monthly gain of .93 in standard score
points.

Note: Combined norms (Mexico and Puerto Rico} were used in obtaining standard scores.

Child’s Emergent Literacy Test

Iin addition to the P3l and PPVT, we assessed children in the In-Depth Study using a brief
set of items desianed to tar children’s emeraent literacv skiflls. This measure was not
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couple of minutes to aominister. The testing was done at the same timepoints as the PS!
and PPVT.

Because the CELT was created for this evaluation, there is no history of psychometric
characteristics. The reliability (Cronbach’s alpha) of the CELT as administered in this
evaluation is .76. The CELT consists of 16 items, each is scored correct or incorrect,
with a total score ranging from zero to 16.

Pretest Levels on the CELT

Children in Even Start and in the control group scored quite similarly on the CELT at
pretest: the Even Start pretest mean was 4.1 and the control group pretest mean was
4.5 (see Exhibit 8.14). Standard deviations were almost identical: 2.9 for Even Start and
3.1 for the control group. We have no basis of comparison for these pretest scores since
the instrument has not been used in other studies. We should note that ceiling effects
are not a problem, since pretest means are between four and five points out of a totai of
16. However, the low pretest scores may indicate that the measure is too difficult, and

| ®m hgnce is not sensitive to aains for children at this age.
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child’s posttest PPVT score than demographic variables such as
family income or the number of children’s books in the home.

These anaiyses were based on 614 tamilies with data for all of the variables in the
regression. The final regression model predicted the PPVT posttest, controlling for the
PPVT pretest, CASAS pretest, number of hours in early childhood education, and number
of hours in parenting education. Together, these variables explained 42 percent of the
variance in the PPVT posttest scores.

Exhibit 8.15 shows how gains on the PPVT are related to the amount that Even Start
children participate in early childhood education and to the amotnt that their parents
participate in parenting education:

] Even Start children are expected to gain 1.1 points on the PPVT for each
100 hours that they participate in an early childhood education program.

L] Even Start children are expected to gain an additional 1.4 points on the
PPVT for each 100 hours that a parent participates in parenting education.

Exhibit 8.15. PPVT Gains as Predicted by Amount of
Early Childhood Education and Amount of Parenting Education
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Exhibit reads: Even Start children gain 1.1 points on the PPVT for each 100 hours that they participate in Early
Childhood Education. They gain an additional 1.4 points on the PPVT for each 100 hours that a parent
participates in Parenting Education.
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We can translate these findings into information that is useful to program planners by
showing the PPVT scores (and their percentile equivalents) that are expected to result
from some typical combinations of early childhood education and parenting education
programs (Exhibit 8.16). The exhibit shows three levels of intensity of parenting
education: 36 hours--corresponding to a 1-hour per week program lasting for a 36-week
school year; 108 hours--corresponding to a 3-hour per week program lasting for a 36-
week school year; and 180 hours--corresponding to a 5-hour per week program lasting
for a 36-week school year. It ciso shows two levels of intensity of early childhood
education that could be included as part of a typical preschool program: 270 hours--
corresponding to a 3-day, 2.5 hour per day program lasting for a 36-week school year;
and 540 hours--corresponding to a 5-day, 3 hour per day program lasting for a 36 week
school year,

Exhibit 8.16

PPVT Standard Scores for the Average Even Start Child as Predicted*
by Intensity of Early Childhood Education and Intensity of Parenting Education

Intensity of Early
Childhood Education

270 hours 540 hours

(2.5 hours/day * 3
days/week * 36
week school year)

(3 hours/day * 5
days week * 36
week school year)

Intensity of
Parenting
Education

36 hours
(1 hour/week * 36
week school year)

85.6 points
(17th percentile)

88.6 points
(22nd percentile)

108 hours
(3 hours/week *
36 week school
year)

86.6 points
(19th percentile)

89.6 points
{24th percentile)

180 hours
(5 hours/week *
36 week school
year)

87.6 points
(20th percentile)

90.6 points
{26th percentile)




Even Start children participating in a reiatively low-intensity program consisting of 1 hour
per week of parenting education combined with 7.5 hours per week of early childhood
education would be expected to have a PPVT posttest score of 85.6 points,
corresponding to the 17th percentile nationally. On the other hand, Even Start children
participating in a high-intensity_program consisting of 5 hours per week of parenting
education combined with 15 hours per week of early childhood education would be

expected to have a PPVT posttest score of 90.6 points, corresponding to the 26th
percentile nationally.

Two reference points help in interpreting the expected scores shown in the exhibit:

. Average ECE and PE:® The expected PPVT posttest score for an Even Start
child who received the average amount of early childhood education (268
hours) and whose parents received the average amount of parenting
education (100 hours) is 86.5 points (19th percentile).

] No ECE or PE: An Even Start child who receives no early childhood
education and whose parents receive no parenting education is expected to
have a PPVT score of 82.1 points (12th percentile). When placed in a high-
intensity Even Start program for a year, we expect that same child to have
a PPVT score of 20.6 points (26th percentile).

It is important to realize that the levels of programmatic intensity described above are
provided for purposes of illustration only--so that the reader can see how some typical
programmatic approaches to an Even Start program would be expected to affect PPVT
scores. However, we do not know whether there is any special configuration of services
that works better than other configurations. For example, we do not know whether 500
hours of early childhood education received in one year is more or less effective than 500
hours accumulated over two years.
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necessarily be expected to relate to the PPVT. Parenting education activities often are
targeted at developing parent’s abilities as teachers of their children, and children’s
language development is exactly what is taught through many of the parenting activities
emphasized in Even Start, such as reading to children. On the other hand, there is no
special reason that participation in adult education programs, which focus only on the
development of adult-level! skills, should yield immediate benefits for children.

Finally, a similar analysis was conducted to determine whether amount of parenting
education was related to PS| posttest scores. While we noted some of the same
relationships seen in the PPVT analysis (e.g., a positive relationship between the amount
of time children spend in early childhood education and PSI posttest scores), the amount
of time spent in parenting education was not significantly related to PSI posttest scores.

it is likely that parenting education contributes to improved PPVT scores but not PSI
scores precisely because parenting education often focuses on reading to children, which
in turn enhances language development. The skills measured by the PSl are more readily
learned in a preschool setting ihan those measured by the PPVT.

Effect of Service Variations on Child Outcomes

Service Intensity. One hypothesis about Even Start is that higher intensity services ought
to lead to greater gains on outcome measures. Our study design does not allow us to
address this question directly, because we have not randomly assigned families to
projects offering different levels of service intensity. Still, data from the NEIS offer the
opportunity to examine the relationship between service intensity and outcomes as it
occurs naturally. The drawback to this approach is that we cannot disentangle the
observed relationship from characteristics of families (e.g., level of need, motivation) that
predispose them to participate more or less fully in Even Start.

With this caveat in mind, data from the NE!S show a statistically significant, positive
relationship between total hours of early childhood education and total gains on the PSI
{(Exhibit 8.17). Each 100 hours of exposure to early childhood services translates into a
gain of about 1.2 points on the PSI (about 1/6 of a standard deviation}. Also, these
findings for the PSi are consistent with findings on the relationship between amount of
service and PPVT scores, presented in the preceding section. Though not shown
graphically, a similar relationship exists between monthly hours of early childhood
education and monthly gains on the PSI and PPVT. Both of these findings make sense:
greater exposure to an early childhood education setting results in larger gains.

Home-Based Services. Another questicn that has been raised is whether the extent to
which services are home-based has an effect on outcomes. We have the same caveat
for this analysis as for the analysis of the effect of service intensity on ch’.J outcomes--
families have not been randomly assigned to projects that offer different levels of home-
based services. In any case, data from the NEIS show no strong relationship between
extent of home-based services and either PS1 or PPVT scores.

Effects of Even Start
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Exhibit 8.17: PSI Gains by Total Hours
of Early Childhood Education (NEIS Data Set)
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Exhibit reads: Children who received a total of 1 to 120 hours of early childhood education gained an average
of 5.4 items on the PSi.

Quality of Staffing. A final question that has been posed is whether the quality of the
staff in an Even Start project is related to child outcomes. This analysis is subject to the
same caveats as the above analyses. Further, our attempts to create project-level staffing
indicators from data on years of experience, formal education of instructional staff, and
inservice training were not very successful, and there were quite low correlations between
these indicators and other project characteristics and outcomes.

A major limitation of the staffing data is that background information on staff from
collaborating agencies was not collected, and it is exactly these staff members who often
are responsible for the direct provision of core services. Even when analyses were limited
to projects in which Even Start staff were the primary providers of adult education and
early childhood education, we observed low correlations between staff characteristics and
outcomes. We suspect that the data collected on staffing may not be adeguate to
support the type of analyses we hoped to perform.

Conclusions About Effects of Even Start on Children

This evaluation assessed effects on children using three different measures: (1) the Pre-
School Inventory, a measure of school readiness; (2) the Peabody Picture Vocabulary
Test, a measure of hearing vocabuiary; and (3) the Child’'s Emergent Literacy Test, a
measure of emergent literacy skills.

Effects of Even Start
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On each of the measures, there are no statistically significant differences between
children in Even Start and the control group at the second posttest using data from the
In-Depth Study. While these results are discouraging, they need to be considzred in light
of two findings that work against program effects: {1) the majority of children in the In-
Depth Study control group were enrolled in some type of early childhood program by the
second posttest, and (2) nearly half of the Even Start children in the In-Depth Study were
no longer enrolled in an Even Start early childhood program by the second posttest. The
impact of this involvement by the control group in early childhood education is seen most
dramatically on the PSI, where significant program effects reported at the first posttest
erode by the second posttest. The results suggest that, when control group children
enroli in an early childhood program, they learn many of the same skills the Even Start
children learned in preschool. What is not known is the long-term effects of this lag time
in learning. Since most of the control group children are in kindergarten by the second
posttest, it appears that they are learning many of the basic readiness skills {e.g., shapes,
colors, directionality) during their first year of public school. If many of the Even Start
children learned these skills in a preschool program, they may be progressing to other
school skills (e.g., prereading) during their kindergarten year. Thus, the finding that the
differences between Even Start and control children on basic readiness skills are
diminished when control children reach kindergarten does not preclude other longer-term

impacts of Even Start on schoo! performance. I

In contrast to the In-Depth Study, data from the NEIS show positive gains on the PSt and
PPVT, above and beyond what would be expected in the absence of the program.

A key difference between the NEIS and In-Depth Study is the inclusion or exclusion of
families no longer in Even Start. As described in the general approach to the analysis,
children were posttested for the NEIS at the end of the program year or just prior to
: program exit. In contrast, children in the In-Depth Study were tested at fixed time points
regardiess of whether they were still in Even Start. Thus, the NEIS can address the
question of the potential impact of Even Start for families who remain in the program,

while the In-Depth Study offers a longitudinal look at children who had varying levels of
participation in the program.

Attributing the gains seen on the NEIS to Even Start is given some credibility by analyses
of the relationship between program participation and outcomes within the Even Start
group. Greater gains are seen on the PS| and PPVT both for children' (a) with more
hours in an Even Start early childhood education program and (b) whose parents logged
more hours in parenting education. These results suggest encouraging program effects.
Hnweyer withauta captrolorpun. it is nnt nossible to uneouivocablv attrihute these
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Chapter Nine

Effects of Even Start Projects on Parent
Literacy

This evaluation measured the effects of Even Start on the literacy skills of parents in the
following areas: (1) functional literacy level on a reading test, {2) the percentage of Even
Start adults who obtained their GED certificate, and (3) parental reports of their own
reading and writing activities in the home. This section of the report includes discussions
of:

Functional Literacy of Adults as Measured by the CASAS
Attainment of a GED Certificate

Reading and Writing Activities in the Home

Conclusions about Effects of Even Start on Parent Literacy Skills

Functioral Literacy of Adults as Measured by The
Comprehensive Adult Student Assessment System

The Comprehensive Adult Student Assessment System (CASAS) is an adult-oriented
functional assessment system that measures a broad range of adult literacy skills and
their application in real life domains including consumer economics, government and law,
occupational knowledge, community resources, and health {Rickard et al., 1990).
Although the CASAS measures reading, writing, math and problem solving skills, this
evaluation used only the Reading Survey achievement test in order to reduce respondent
burden and because we expected Even Start’s effects to be more prominent in reading
than in math.

Description of the Measure

The CASAS has the flexibility to measure participants involved in diverse adult education
programs, spanning the range from non-readers to aduits at the GED or high school level.
An untimed pa~er-and-pencil test, the CASAS Reading Survey may take as long as 60
minutes to complete. The CASAS has been used with adult education learners in 27
states. The testis used in adult education and in job training programs, with both native
and non-native English speakers. It also has been accepted as a project in the National

Diffusion Network. The CASAS is heinn nsed in the NatlnnaJ_F_\LalunilL\n_nf_Aduh—




GAIN program (CASAS, 1990), and in the evaluation of California’s 321 adult education
programs {CASAS, 1991).

CASAS reading scores range from 150 to 260. The test developers suggest the following
interpretation of CASAS scale scores:

° Beginning literacy (below 200): Adults scoring below a scale score
of 200 have difficulty with the basic literacy skills needed to function
in an employment setting and in the community. While these adults
can handle routine, entry-level jobs, they may have trouble following
simple directions and safety procedures.

° Basic literacy (200 through 214): Adults scoring between scale
scores 200 and 214 can function in entry-level jobs that require only
minimal literacy skills. They can fill out simple applications.

e Intermediate literacy (215 through 224): Adults scoring between
scale scores 215 and 224 are able to perform basic literacy tasks in
a functional employment setting. They are generally able to function
in jobs or job training that involves foliowing written instructions and

diagrams, though they usually have trouble following complex sets
of directions.

. High school literacy (225 and above): Adults scoring above a scale
score of 224 can usually perfoom work that involves written
directions in familiar and some unfamiliar situations. They can
function at a high school entry level in basic reading and, if they do
not have a high school diploma, can profit from instruction in General
Education Development and have a high probability of passing the
GED test in a short time.

Sticht (1990) found these interpretations to be reasonable and reported general
correspondence between CASAS scale scores above 225 and the ninth to twelfth grade
reading levels on the Tests of Adult Basic Education (TABE) and the Adult Basic Learning
Examination (ABLE). We have found minimal data on the psychometric characteristics
of the CASAS. A correlation of .70 between the CASAS reading test and the ABLE was
reported in unpublished data. To obtain an estimate of test-retest reliability, we
calculated the correlation between pretest and posttest scores for adults who were
posttested less than 90 days after the pretest. The correlation was .86, suggesting that
the CASAS is a reliable measure. The true test-retest reliability might be even higher
since this estimate is based on data using alternate forms of CASAS tests.

For the NEIS, Even Start staff administered the CASAS Reading Survey. The test has four
levels, A through D, with 24 to 40 items per ievel and alternate forms of each level.
Scale scores link the levels into a continuous scale of achievement. Staff administered
a short "locator” test to assist in identifying the appropriate level of the CASAS. There
is no Spanish version of the CASAS, and project staff were instructed to use their own
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judgment as to the appropriateness of administering the test to adults with limited reading
skills in English. For the In-Depth Study, the CASAS was administered by trained data
collectors using the same schedule and rules as all other In-Depth Study measures.

Effects on the CASAS

Data to assess program effects on the CASAS are available from the In-Depth Study and
from the NEIS. The NEIS data show pre-post gains that are statistically significant and are
about Vs standard deviation in size. These gains are as large or larger than those seen in
other evaluations of adult education programs. The in-Depth Study data show statistically
significant gains on the CASAS for both the Even Start and control groups, but there is
no significant effect of Even Start on this measure. Both data sets show a significant
relationship between amount of adult education instruction and gains on the CASAS.

Effects as Measured by the In-Depth Study. Adults in the In-Depth Study were pretested
and then posttested twice: once nine months after the pretest, and again 18 months
after the pretest. Comparing scores at the pretest to scores at the second posttest we
see that adults in Even Start gained an average of 3.7 points on the CASAS, compared
to 3.6 points for adults in the control group (Exhibit 9.1). Both of these gains are
statistically significant. However, the gains for the Even Start adults are not appreciably
larger than those of the control group. Graphing the CASAS scores at the three
measurement points shows that gains in the Even Start and control groups are
comparable across time, although the Even Start group consistently scores at a higher
level than the control group (Exhibit 9.2).

In an effort to understand more about this pattern of gains, we examined data on the
extent to which adults in Even Start and in the control group participated in adult
education activities. At each data collection point, adults in Even Start and the control
group were asked whether they had participated in adult education classes during the
previous year (adults in the control group were free to participate in any educational
programs offered in the community).

Exhibit 9.3 shows that a larger percentage of Even Start adults than control group adults
(47 percent vs. 26 percent) reported that they participated in adult education prior to the
pretest.® This was unexpected, because the groups were randomly assigned and were

®These participation rates are based on parents’ self-report and may underestimate
actual participation. However, a comparison of self-report data for the Even Start group
with contact log data supplied by Even Start project staff shows fairly high overlap
between the two data collection methods. For example, at the first posttest, only 11
percent of adults in Even Start indicated that they did not participate in adult education
when the program’s contact log data recorded more than 20 hours of adult education.
It is possible that project staff who completed the contact logs used a broader definition
of adult education (e.g., individual tutors) than the parents themselves used. These
results suggest that the self-report data are valid, and we use them in these analyses in
order to have comparable data sources for the program and control groups.

Effects of Even Start
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Exhibit 9.1
CASAS Reading Survey:

(Scale Score Points)

Effects from the In-Depth Study

Survey pratest.

Even Start Control
(n=64) (n=53)
Mean S.D. Mean S.D.
Pretest 229.4 13.7 226.8 16.9
Second Posttest 233.1 13.0 230.4 14.1
Gain 3.7* - 3.6* -
Program Effect 0.1 points
(Effect Size) (.01 s.d.)
*p < .05

Exhibit reeds: Even Stert sdults in the In-Depth Study eversged 229.4 points on the CASAS Reeding

Exhibit 9.2: CASAS Reading Survey:

Pretast and Postte_t Scores from the In-Depth Study
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Exhibit reads: Even Start aduits scored 233.1 on the CASAS at the second posttest.

Note: Only aduits with CASAS scores at the three data collection point< are represented on this graph (Even

Start n = 64; control n = 53).
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Exhibit 9.3: Participation in Aduit Education:
Results from the In-Depth Study
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Exhibit reads: At the second posttest, 63.3 percent of Even Start adults reported participating in adult education
during the past year.

Note: Data are based on adult's self-reports of participation in ABE, ESL or GED classes for adults with
information at three points (Even Start n = 79; control n = 69). In some cases pretesting was done shortly
after program participation began. This accounts for the fact that Even Start adults participate in aduit
education at a greater rate than control group aduits at the pretest.

comparable on many other background characteristics. It may be an indication that, for
some adults, the pretest actually was given after Even Start adult educaticen instruction
had begun. Further, it is a possible explanation for the fact that Even Start adults scored
higher than control group adults at the pretest.

As expected, Even Start adults reported significantly higher participation rates in adult
education programs at both posttests than did control group adults. Still, approximately
one-quarter of adults in the control group indicated that they were involved in either adult
basic education {(ABE) classes, preparation for the GED certificate, or ESL classes at the
time of the pretest and both posttests.

Looking at the type of adult education in which adults participated, we see that adults in
Even Start are more likely than adults in the control group to be taking ABE or GED
classes (Exhibit 9.4). Among Even Start adults, 41 percent reported participating in a
GED class in the year prior to the second posttest, compared with 15 percent of the
control group, and 27 percent of Even Start adults are involved in adult basic education
classes, compared with 9 percent of the control group. Both of these differences are
statistically significant. However, the proportion of Even Start adults taking ESL classes
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Exhibit 9.4: Type of Aduit Education at Second Posttest:
Results from the in-Depth Study
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Exhibits reads: In the in-Depth Study projects, 27.1 percent of Even Start adults reported participating in adult
basic education in the year prior to the second posttest.

(27 percent) is not significantly higher than the proportion of the control group (15
percent).

The CASAS results reported here show positive changes over time for adults in Even Start
and the control group. About one-quarter of adu'ts in the control group reported that they
participated in adult education programs, although this does not appear to explain their
gains on the CASAS.'® These results suggest that the CASAS test might not be
sensitive to certain types of instruction, such as preparation for the GED certificate. In
addition, it appears that gains on the CASAS test can be expected in the absence of
direct instruction. These gains also might be due to a testing effect, where adults are
more relaxed and experienced about the requirements of the test at the posttest.

Effects as Measured by the NEIS. Analyses of data from the NEIS were limited to adults
who had a valid pretest and posttest, who had at least three months between pretest and
posttest, and who participated in at least 70 hours of adult education instruction between
pretest and posttest. These criteria ensured that there was adequate time between test
points for gains to occur, and that there was sufficient instruction to produce gains (the

'®CASAS gains for adults who reported that they participated in adult educatiot were
no different than gains for adults who did not participate.

Effects of Even Start
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CASAS developers do not expect to see educationally significant gains with less than 70
to 100 hours of instruction).

If Even Start has had a positive effect on adult literacy, there should be improvement on
the CASAS scale scores between pretest and posttest. We do not have a control group
for the NEIS data, nor do we have a theory {as we do for the PS| or PPVT) that a portion
of observed pre-post changes are due to some developmental process (although data from
the In-Depth Study show that the control group gains over time).

Analysis of data from the NEIS shows that adults participating in Even Start for 70 hours
or more over at least a three-month period gain an average of 4.6 scale score points on
the CASAS. This gain is statistically significant, not a surprising result given the large
number of adults included in the analysis. The effect size for the CASAS (gain divided
by the CASAS standard deviation) is .31 standard deviation units, a value that is generally
considered small in educational research (Exhibit 9.5).

CASAS Gains in Even Start vs. Other Adult Education Programs. Given this real but
relatively small gain, and the fact that the In-Depth Study does not show any program
effect, we asked whether this finding is unique to Even Start or if other adult education
programs also have difficulty producing measurable gains. There have been few large-
scale evaluations of adult education programs that contain outcome data that may be
used for comparison purposes. Exhibit 9.6 compares the effect size for the CASAS gains
of Even Start adults with the results from studies of other programs.

In one evaluation of federal 321-funded aduit education programs in California,
researchers (CASAS, 1992) found average gains of 3.0 scale score points (effect size:
.20) for 973 students participating in adult basic education and 3.3 points (effect size:
.22) for 1,757 students participating in English as a second language programs. All
students took the CASAS Reading Survey after 80 to 100 hours of instruction. An earlier
study of state-funded competency-based adult education programs in California (CBAE,
1987) found gains of 4.2 scale score points (effect size: .28) after 100 hours of
instruction, although the measure was the CASAS Survey Achievement battery which
includes fewer items to measure a wider range of literacy skills than the Reading Survey
test. In an evaluation of the Kenan model, which is used by many Even Start projects,
researchers (Darling and Hayes, 1989} found small gains on the reading subtest of the
TABE (effect size: .29) over one project year covering an unspecified number of
instructiona! hours.

These results show that Even Start is of comparable effectiveness "o other adult
education programs in improving the literacy skills of participating ad'ilts although the
literacy gains in all of these programs appear to be moderate to small. This is reasonable
since many Even Start projects use services provided by local adult education programs
for this core service.

CASAS Gains by Hours of Instruction. The wide range in the length of time that families
participate in Even Start and in the intensity of the adult education instruction provided
by projects furnishes us an opportunity to strengthen our conclusions about CASAS gains.
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Exhibit 9.5
CASAS Reading Survey:
Gains from the NEIS
(Scale Score Points)
] Gain
Group
N “ Mean S.D. Effect
Size

Highest grade at intake

Grades 0-4 48 8.5 12.0 .57

Grade 5-8 3569 6.1 10.7 41

Grade 9-12 1,107 4.1 9.2 .28

Diploma/GED 192 4.1 9.2 .28
Primary language in English

Yes 1,298 3.5 8.9 .23

No 442 7.9 10.9 .53
Gender

Male 90 5.0 11.5 .34

Female 1,617 4.5 9.5 .30
Ethnic Background

Asian 30 6.1 12.8 41

African-American 581 3.7 8.9 .25

Hispanic 454 7.5 11.0 .50

Native American 80 4.4 8.1 .30

White 806 3.3 8.8 22
TOTAL 1,751 4.6 9.6 .31
Exhibit reads: Adults participating in 70 or more hours of adult education gained 4.6 scale score
points on the CASAS reading.
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Exhibit 9.6: Comparison of Effect Sizes for Even Start (NE!S Data Set)
and Three Adult Education Programs

Eftect Size

0.1¢°

Even Start (NEIS) CA 321 CA CBAE Kenan

Exhibit reads: In Even Start, the effect size for gains on the CASAS is .31 standard deviation units.

If adults with many hours of adult education instruction improve more than adults who
participate only for a few hours, we can be more confident that the instruction {and
hence, Even Start) is responsible for this growth. It also is important to examine the
effect of entry level on CASAS gains. Due to "ceiling effects” we expect smaller gains
for adults starting near the highest valid CASAS score than for adults entering with lower
entry scores.

Exhibit 3.7 shows CASAS reading gains in the NEIS for subgroups of adults defined by
the number of hours of adult education. Adults who participated for less than 70 hours
gained about 3.0 CASAS scale score points, adults who participated for 70-200 hours
had an average gain of 4.3 points, and adults who participated for over 200 hours gained
an average of 5.2 points. This relationship is statistically significant and provides some
evidence that the adult education instruction provided through Even Start may be
responsible for the gains reported earlier.

Among the program families in the In-Depth Study, there also is a greater gain on the
CASAS for adults with more than 200 hours of adult education. These adults gained an
average of 6.8 points from pretest to second posttest, compared to gains of 3.4 points
for adults with less than 200 hours. The incremental gain in CASAS scores for each levei
of adult education is not seen in the In-Depth Study because many families in the middle
level of adult education hours dropped out of the program between the first and second
posttests.

Effects of Even Start
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Exhibit 9.7

CASAS Reading Gains by Hours of Instruction
{Scale Score Points; NEIS Data Set)

Hours of Adult Number of Average Average Effect Size
Education Adults Pretest Gain
instruction
1-69 hours 2,027 228.8 3.0 .20
70-200 hours 1,206 226.2 4.3 .29
Over 200 578 227.9 5.2 .34
hours

Exhibit reads: An average gain of 4.3 points on the CASAS was observed for adults with more than
70 hours of adult education. Even higher gains were observed with more than 200 hours.

The CASAS pretest and hours of adult education instruction accounted for about 88
percent of the variation in CASAS posttest scores on the NEIS. Exhibit 9.8 illustrates the
relationship by estimating CASAS gains for selected entry ievel scale scores and hours
of instruction. As can be seen, the greatest gains can be made with adults who enter
with low CASAS scores. In fact, the exhibit shows that changes in posttest scores are

much more sensitive to the starting point of the aduit than they are to the number of
hours of adult education instruction.

Attainment of A General Education Development Certificate

Even Start projects promote attainment of a high school diploma or a high school
equivalency diploma such as the GED, as do most adult education programs. The
rationale for this goal is based upon a belief that a diploma or GED increases the chance

the adult will find employment, provides opportunities for higher wages, and improves the
guality of life through enhanced self-esteem.

Description of the Measure

For the NEIS, projects reported each June whether Even Start adults attained a diploma
or GED during the reporting year. We calculated the percentage of Even Start adults who
attained a diploma or GED during the year. Since adults attending a secondary schoo! do
not qualify for Even Start, we can assume that the reported data generally reflected
at:ainment of a GED, although other alternative diplomas are possible in some states. For
the In-Depth Study, we calculated the percentage of adults in Even Start and in the
control group who received their GED in the time butween entry to the study and the time
the second posttest was administered, eighteen months later.

Effects of Even Start
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Exhibit 9.8

Expected CASAS Reading Gains
by Entry Level and Hours of Instruction
(Scale Score Points; NEIS Data Set)

Hours of Adult Education Instructiocn

Entry CASAS Scale i f
Score 50 100 | 150 | 200 | 250 | 300
200 11.0 11.2 11.4 11.6 11.8 12.0
210 8.4 8.6 8.8 9.0 9.2 9.4
220 5.7 5.9 6.1 6.3 6.5 6.7
230 3.1 3.3 3.5 3.7 3.9 4.1
240 0.5 0.7 0.9 1.1 1.3 1.5

Note: These expected gains are in scale score points. The estimates are based upon a regression
equation (R = .88} of: posttest - { 63.389 + .737 x pretest + .004 x hours }

Exhibit reads: Adults who entered Even Start with a CASAS score of 200 would be expected to gain
11.2 points after 100 hours of adult education instruction.

Effects on GED Attainment

Findings trom both the In-Depth Study and the NEIS show that Even Start has ha+ a
statistically significant, positive effect on GED attainment.

Effects as Measured by the In-Depth Study. Data from the In-Depth Study show that
22.4 percent of participating adults in Even Start families attained a GED during the
course of this study (an 18-month period) compared to 5.7 percent of participating adults
in control group families (Exhibit 9.9). This is a statistically significant effect that also is
large enough to be educationally meaningful.

We also examined, at each of the three data collection points, the percentage of adults
in Even Start and the control group who had a high school diploma or GED (Exhibit 9.10).
A smaller percentage of adults in the Even Start group had their high school diploma or
GED at the time of pretest than was true of the control group (21 percent vs. 29 percent).
This difference is not statistically significant, and is most likely an artifact of random
assignment with a relatively small sample. At the first posttest, the percentage of adults
with a GED was about the same in the two groups--32 percent in Even Start and 31
percent in the control group. By the second posttest, a significantly greater percentage
of adults in Even Start (40 percent) had a GED or diploma compared with the control
group (33 percent). It can be seen that the percentage of adults who gained the GED
credential increased steadily among adults in Even Start over the eighteen months of the
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Exhibit 9.9: Percentage of Adults Attaining a GED
cr Diplome: In-Dspth Study and NEIS

Parcent Achieving a GED

A

1DS Even Start Group 1DS Control Group NEIS Overall NEIS Restricted

T ‘

Exhibit reads: Across projects participating in the evaluation, 8.3 percent of the adults who participated in Even
Start attained a GED or diploma.

Exhibit 8.10: Percentage of Aduits with a High School
Diploma or GED: In-Depth Study
50% -,
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Exhibit reads: Among Even Start adults, 39.5 had a GED or high school diploma by the second posttest.
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In-Depth Study. In contrast, the percentage of adults in the controi giroup changes only
slightly from the pretest through the second posttest.

Taken together, these results point to strong, positive effects of Even Start on attainment
of a GED. As Exhibit 9.4 indicated, adults in Even Start are much more likely to be
enrolied in a GED program than adults in the control group, giving further credence to the
interpretation that the differences can be attributed to Even Start participation.

Effects as Measured by the NEIS. Data from the NEIS show that, across all Even Start
projects participating in the evaluation, 8.3 percent of adults who entered Even Start.
without a GED or diploma achieved one while participating for a year or less in adult
education services (Exhibit 9.11). However, attaining a GED is not a reasonable short-
term goal for some adults in Even Start. For example, it is unlikely that an adult who
enters Even Start with a sixth-grade education will be able to achieve a GED in the
relatively short time frame of this study. Therefore, we conducted another analysis in
which we restricted the sample of adults to those who entered with at least a ninth-grade
education and who participated in Even Start for at least three months. By eliminating
adults who entered with very low education levels or who received very small amounts
of adult education, this restricted sample contains aduits who ought to have had a
reasonable chance of attaining a GED while in Even Start. As expected, the percentage
of adults attaining a GED is higher in the restricted sample than in the overall sample
(14.1 percent vs. 8.3 percent).

Variation in GED Attainment by Family Characteristics. Additional iniormation about
attainment of a GED in the NEIS data set is presented in Exhibit 9.11. There are no
surprises in the exhibit, which shows that several variables are related to attaining a GED.
As would be expected, attaining a GED during the year is related to grade at intake to
Even Start: no adults who entered with less than a fifth-grade education attained a GED,
compared to 10.2 percent of the adults who entered with some high school education.
Attaining a GED also is strongly related to the adult’s functional level on the CASAS:
adults who scored at the "Beginning,” "Basic,” or "Intermediate” levels on the CASAS
pretest rarely attained a GED (2.1 percent), while 16.1 percent of adults who scored at
the "High School” level on the CASAS pretest attained a GED during the year. Total
hours of adult education instruction is another variable that is related to attaining a GED:
adults who had higher amounts of instruction were more likely to attain a GED than adults
with lower amounts of instruction. High rates of GED attainment also were associated
with being young, with having a relatively high annual income, with having English as
one’s primary language, and with being white, African-American, or Native American as
opposed to Hispanic or Asian (this latter finding is likely related to the English language
problems experienced by Hispanic and Asian immigrants).

Variation in GED Attainment Across Projects. Given the great variation among projects
in the characteristics of adults served and the amount of adult education instruction
received by participating adults, we expect to see substantial variation among projects in
GED attainment. Exhibit 9.12 shows a distribution of the percent of adults attaining a
GED for projects in the evaluation. Only adults entering Even Start with some high school
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Exhibit 9.11
Number and Percent of Participating Adults
Who Attained a GED While Served by Even Start (NEIS Data Set)
Aduiis entering with at
least a ninth grade
All adults lacking a education and participating
diploma at intake more than three months
Group Total “ Attained GED Total Attained GED
Aduits Adults
“ N % N %
Highest grade at intake
Grade 0-4 8356 0 0.0 - -- --
Grade 5-8 2,862 146 5.1 - -- --
Grade 9-12 8,784 893 10.2 5,172 729 14.1
Functional level on CASAS at pretest
Beginning to 2,335 48 2.1 1,054 35 3.3
Intermediate
High School 4,564 734 16.1 2,663 532 20.0
Total hours of adult education instruction
1-69 hours 6,693 414 6.2 2,266 233 10.3
70-200 hours 2,858 328 11.b6 1,746 255 14.6
> 200 hours 1,720 280 16.3 1,160 241 20.8
Age at intake
16-21 1,647 166 10.1 699 112 16.0
21-25 3,766 392 10.4 1,666 283 17.0
26-30 3,235 254 6.6 1,462 185 12.7
31-35 1,768 116 5.6 710 81 11.4
36-40 862 48 5.6 293 31 10.6
Over 40 664 26 3.9 195 18 9.2
Effects of Even Start
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l Exhibit 9.11
(continued)
' Number and Percent of Participating Adults
Who Attained a GED While Served by Even Start (NEIS Data Set)
Adults entering with at
l least a ninth grade
All aduits lacking a education and participating
diploma at intake more than three months
. Group Total | Attained GED Total || Attained GED
Aduits l % Aduits " %
l Family annual income
Under $5,000 4,919 352 7.2 2,146 258 12.0
l $5,000-9,999 3,540 281 7.9 1,398 203 145
$19,000-14,999 1,885 162 8.6 715 112 15.7
l $15,000-19,999 828 86 104 352 60 17.0
$20,000-24,999 394 62 15.7 190 39 205
' Over $25,000 305 49 16.1 138 29 21.0
Primary language is English
l Yes 8,773 948 10.8 4,214 661 15.7
No 3,461 82 2.4 866 59 6.8
l Gender
Male 1,025 81 7.9 404 46 11.4
' Female 11,009 936 85 4,600 669 14.5
Ethnic background
I Asian 311 9 29 72 7 9.7
African-American 3,848 188 4.9 1,805 138 7.6
. Hispanic 3,359 97 2.9 885 75 8.5
Native American 631 64 10.1 307 42 13.7
l White 4,101 676 16.5 2,018 462 229
TOTAL 12,481 1,039 8.3 5172 729 141
' Exhibit reads: Among the 12,481 adults lacking n high school diploma or GED at intake, 8.3 percent
attained a GED while participating in Even Start.
}
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Exhibit 9.12: Project-Level Distribution of the
Percentage of Adults Who Attained a GED (NEIS Data Set)

Number of Projects
8 8

3

04 69 10-14 1519 2024 2520 3034 3539 4044 4549 50+
Percent of Aduits Attaining GED

Exhibit reads: Less than five percent of the adults attained a GED in 53 projects while 50 percent attained a
GED in one proje~t. Only adults with nine to 12 years of schooling at intake and at least three months
participation in adult education were included in the analysis.

education and at least three months of adult education instruction were included.
Twenty-three projects had fewer than ten adults meeting these criteria, and hence were
excluded from the analysis. Among the remaining 100 projects, the within-project
percentage of adults attaining a GED ranged from zero to 60 percent. Over three-quarters
of the projects (77) had less than ten percent of their adults attaining a GED while cne
project reported that more than 50 percent attained a GED.

Reading and Writing Activities in the Home

Two sets of questions were included in the In-Depth Study parent interview to ask
parents about their own reading and writing habits in the home {these questions were not
included in the NEIS portion of the evaluation). Both lists were adapted from a
qguestionnaire used to evaluate the California State Library’s Aduit Learner Program.

Description of the Measure

The 13 self-report questions about reading activities ask how often the parent reads
different types of literacy materials commonly found in and around the home including
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junk mail, letters and bills, coupons, iabels on food, cooking recipes, religious materials,
instructions, street signs, newspapers, notes from school, T.V. Guide, magazines, and
books. The 11 self-report questions about writing activities ask how often the parent
writes at home in the following areas: checks, notes, recipes, forms or applications,
dates on a calendar, letters, stories or poems, greeting cards, crossword puzzles, grocery
lists, and a journal or diary.

These questions are intended to give an indication of the literacy environment in the
home. Since most Even Start parents are expected to be poor readers, it is not realistic
to expect them to be avid readers and writers. However, it is not known how much they-
use reading and writing in common household activities. If few of these activities are
undertaken, then these homes would truly be impoverished literacy environments. On the
other hand, an increase in the use of these simple literacy tasks would be a realistic goal
for aduits who are working to improve poor reading skills.

Parents responded to each of the questions on a three-point rating scale where a vaiue
of 1 meant that the activity was done "not at ail," a value of 2 meant that the activity
was done "sometimes,” and a value of 3 meant that the activity was done "regularly.”
The composite score for a given parent was computed as the average rating for all
compieted items in the scale--higher scores mean a higher level of reading or writing
activities in the home. Thus, the highest possible composite score is 3.0, and the lowest
possible score is 1.0. The reliability (internal consistency) of both scales as assessed in
this study is quite reasonable: .80 for the reading activities scale and .71 for the writing
activities scale.

Effects on Reading and Writing Activities

Exhibits 9.13 and 9.14 summarize In-Depth Study analysis results for the Reading
Activities scale and the Writing Activities scale. Parents in Even Start had a pretest mean
of 2.2 points on the Reading Activities scale while parents in the control group had a
pretest mean of 2.1 points. On the Writing Activities scale, parents in Even Start had a
pretest mean of 1.8 points, while control group parents had a pretest mean of 1.7 points.

Thus, parents in each of the two groups scored in the middie of the scale range on the
pretest, indicating that they do not report particularly low levels of reading and writing
activities in the home. While these pretest levels may be higher than expected, there still
is room for growth on the posttest. Exhibit 9.13 shows slight gains for the control group
on ratings of reading activities between pretest and the second posttest. Exhibit 9.14
shows similarly small gains favoring the program group on writing activities. However,
there are no significant program effects on either variable at the second posttest.
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Exhibit 9.13

Parent Reading Activities in the Home:
Effects from the In-Depth Study

Even Start Control
(n=84) (n=74)
Mean S.D. Mean “ S.D.
Pretest 2.2 0.4 2.1 0.4
Second Posttest 2.2 0.4 2.2 0.3
Gain 0.03 -- 07* --
Program Effect -0.04 points
(Effect Size) (.10 s.d.)

*p < .05

Exhibit reads: Even Start adults in the in-Depth Study averaged 2.2 points on Reading
Activities in the hcme pretest.

Note: Scores range from 1 (no reading at all) to 3 (reading regularly).

Exhibit 9.14

Parent Writing Activities in the Home:
Effects from the In-Depth Study

Even Start Control
(n=84) (n=74)
Mean " S.D. Mean S.D.
Pretest 1.8 0.3 1.7 0.3
Second Posttest 1.9 0.4 1.8 0.3
Gain 0.12* -- 0.06 -
Program Effect .06 points
(Effect Size) (.20 s.d.)

*p < .05

Exhibit reads: Even Start adults in the In-Depth Study averaged 1.8 points on Writing Activities
in the home at pretest.

Note: Scores range from 1 (no writing at all) to 3 (writing regularly).
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Conclusions About Effects of Even Start on Parent Literacy
Skills

This evaluation measured effects on parent literacy skills in three areas: (1) functional
literacy levels on a reading test, (2) the percentage of Even Start adults who obtained
their GED certificate, and (3) reading and writing activities in the home. Even Start has
had clear positive effects on GED attainment; the data are positive but mixed about
effects on functional literacy; and there is no evidence that Even Start has changed
reading and writing activities as reported by parents.

The results for GED attainment are strong and persuasive. Data from both the In-Depth
Study and the NEIS lead to the same conclusion: that Even Start has led to a substantial
increase in the percentage of adults attaining a GED. Without Even Start, it is likely that
few of these adults would have found the needed assistance to reach this goal, as
evidenced by the In-Depth study data on participation in GED classes.

Even Start projects may have been effective in improving the functional literacy of
participating adults. Data from the NE!S show that adults who participate in Even Start
achieve positive gains on the CASAS Reading Survey, gains which are comparable or
greater in size than those observed in other studies of adult education programs.
However, data from the In-Depth Study show that the gains of Even Start adults are not
significantly greater than the gains achieved by a randomly assigned control group.

Data from the NEIS show that the amount of gain on the CASAS is directly related to the
amount of instruction received through Even Start. This finding suggests that the
observed gains can be attributed to adult education. However, this hypothesis is not
necessarily supported by the In-Depth Study data. In this small randomized study we find
that adults in Even Start are more likely to participate in adult basic education and GED
preparation than adults in the control group, yet this does not appear to result in increased
CASAS scores. These results call into question the sensitivity of the CASAS to
sometypes of instruction. The CASAS gains seen among the control group also suggest
that gains on the CASAS may be expected in the absence of formal instruction.

Finally, we were not able to detect any measurable program effects over an eighteen-
month period on the extent to which parents use reading and writing as literacy tools in
the home.
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Chapter Ten

Effects of Even Start Projects on Parenting
Skills

This section presents findings from the NEIS and the In-Depth Study about Even Start’s
effects on parenting skills. We use the term "parenting skills” to broadly include parents’
knowledge about appropriate child behaviors and developmental needs as well as the
activities and materials available in the home to foster children’s development. Helping
parents support their children’s growth and development is one of the primary goals of
Even Start, and the inclusion of parenting skills as a key program component is one of the
features that distinguishes Even Start from other literacy and adult education programs.
This section of the report includes discussions of:

Aduits’ Personal Skills

Home Learning Environment

Parent-Child Reading Task

Parents’ Expectations for Their Children

Conclusions about Effects of Even Start on Parenting Skills

Adults’ Personal Skills

The parent interview for the In-Depth Study included two existing scales to assess
parents’ depression and sense of self-efficacy or locus of control. These measures were
not part of the NEIS data collection.

Description of the Measures

Parents’ personal skilis have been found to be important mediating variables for parent-
child interaction and parents’ involvement in their children’s education and development
(Cleary, 1988; McLoyd, 1990; Parker et al., 1988). Parents who are depressed, have
poor self-esteem, or feel "out-of-control™ are not likely to provide optimal conditions for
their children’s growth and development {Upshur, 1988).

The Pearlin Mastery Scale was used to measure parents’ sense of self-efficacy or locus
of control. This scale assesses the extent to which an individual regards one’s life as
being under one’s own control rather than determined by fate. This scale is included in
the national evaluation of the JOBS program, and was selected over other related scales
because it includes a mix of positive and negative items and has high internal consistency
(Cronbach’s alpha of .81 in prior research and .63 for the In-Depth Study sample.) The
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author’'s work (Pearlin and Schooler, 1978) showing the relationship of the Mastery Scale
to stresses of parenting and family life provides evidence of the scale’s construct validity.

The scale consists of seven items such as "There is really no way | can solve some of the
problems | have" and "l can do anything | really set my mind to do." The respondent is
asked to rate each item on a four-point scale where "4" indicates "strongly agree” and
"1" represents "strongly disagree.” Scores were reversed for those items stated
negatively, in order to create an average score where "4" indicates a sense of mastery.

Parents’ depression was assessed by the Center for Epidemiologic Studies Depression -
Scale (CES-D) developed by Radloff (1977). This instrument is one of the most frequently
used measures of depression cited in the psychological literature. The items were
designed for use in general population surveys as a short self-report measure. The 20
items on the scale, which represent a subset of those previously validated on longer
depression scales, have high internal consistency as indicated by a Cronbach’s alpha of
.90 in previous research (Hall et al., 1985) and .89 in the In-Depth Study. Moderate test-
retest correlations of .51 to .67 have been reported when the scale is administered after
two to eight weeks (Radloff, 1977). The construct validity of the scale has been
demonstrated by correlations of .49 to .85 with clinicians’ ratings and correlations of .72
to .84 with longer self-report scales used with psychiatric and general populations
(Weissman et al., 1977).

Items on the CES-D include statements such as "l felt that everything | did was an effort,”
"| had crying spells,” and "l enjoyed life.” Respondents were asked to indicate how often
they experienced each feeling during the past week. Items are rated on a four-point scale
where "0" indicates "rarely or none of the time -- less than one day" and "3" reflects
“most or all of the time -- 5-7 days.” Positive items were reversed so that a total score
could be computed, which ranges from O to 60. A total score of 16 or higher is
considered to be indicative of high depressive symptoms (Hall et al., 1985).

Effects on Personal Skills

Data from the In-Depth Study showed no significant program effects on parents’ persona!l
skills, aithough the prevalence of depressive symptoms among adults in both Even Start
and the control group is noteworthy.

Effects as Measured by the in-Depth Study. Exhibit 10.1 presents pretest scores and
gains at the second posttest on the Pearlin Mastery Scale and CES-D for Even Start and
control parents. There are no significant program effects on either measure. For the CES-
D, both the average total score and the percentage of adults with high depressive
symptoms are shown. At the In-Depth Study pretest, 46 percent of Even Start parents
and 39 percent of control parents had scores above 16, indicating high depressive
symptoms. By the second posttest, both groups improved slightly. However, there is no
significant difference in the gains for Even Start compared to gains for the control group.
Depression levels have proven difficult to change with this type of program. The national

Effects of Even Sta:t
Even Start 203 Projects on Parenting Skills




Exhibit 10.1

Effects on Parents’ Personal Skiils:
Resuits from the In-Depth Study

Even Start (n = 80) Control {n = 71)
Parenting Pretest Mean Gain Pretest Mean Gain Program Effect
Variable (s.d.) {s.d.) (Effect Size)
Pearlin 2.9 (0.6) 0.01 2.9 (0.6) 0.22* -0.21 {.36
Mastery® s.d.)
CES-D Total® 15.0 (11.6) 0.16 15.0 (12.5) -0.58 0.74 (.06 s.4.)
High 46.3% (50.1%) -2.5% 39.4% (49.0%) -4.2% 1.7% (.03
Depressive s.d.)
Symptoms®
Exhibit reads: At pretest, 46.3 percent of Even Start perents reported high depressive symptoms.

*Score represents average across seven items rated on four-point scale, where "4" indicates more positive behavior or
attitudes.

*Scores represent frequency of 20 depressive symptoms rated on three-point scales.

°Percentages represent proportion of parents scoring 16 or higher on CES-D total.

CCDP evaluation {St.Pierre, et al., 1994) reported no significant effect of the program
using the same measure of depressive symptoms.

In spite of the absence of program effects, it is interesting to note the proportion of adults
in both groups who report depressive symptoms. These results are similar to those
reported by Hall and her colieagues (1985}, who found that 48 percent of low-income
mothers of young children had scores above the cut-off for the CES-D.

Home Learning Environment

The NEIS instruments and the In-Depth Study parent interview each include several
questions about parents’ interactions with their children at home and the extent to which
the home environment is conducive to young children’s growth and development.

Description of the Measures

Information about parenting and the home environment comes from in-person parent
interviews collected as part of the NEIS and the In-Depth Study. The questions were
drawn from three existing instruments:
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. Home Observation for Measurement of the Environment (HOME).
The HOME Inventory (Caldwell & Bradiey, 1984) has been used to
measure the impact of parent training and education and to assess
the quality of the home environment and mother-child relationship in
the National Longitudinal Study of Youth (NLSY). Questions on
reading activities and *oys parents provide for learning were adapted
for the Even Start evaluation.

. High/Scope Home Environment Scale (H/SHES). A structured parent
interview was developed by the High/Scope Educational Research
Foundation to assess parenting and parent-child interactions for the
National Home Start evaluation (High/Scope Educational Research
Foundation and Abt Associates Inc., 1975). Questions were drawn
from this instrument for Even Start in four categories of activities:
books and reading, play materials available in the home, parent
teaching, and participating in learning activities.

® Parent as a Teacher (PAAT). The Parent as a Teacher (PAAT) self-
rating scale was developed by Strom (1984) to assess parents’
attitudes toward their children and to determine feelings and values
concerning children’s behaviors. This instrument was used in the
evaluation of Project Giant Step (Layzer, Goodson, & Layzer, 1991)
in New York City, a preschool program for disadvantaged families.
For the NEIS, questions were selected from two subscales: play --
understanding the developmental function of play and willingness to
participate in play with the child, and teaching -- understanding the
learning process in young children and confidence in the parent’s role
as a teacher. For the In-Depth Study, two subscales were added:
creativity -- parents’ accept creative functioning and encourage its
development, and frustration -- absence of frustration or irritation
with child’s demand for attention.

The parent interview developed for the In-Depth Study was purposefully designed to
include the same questions as the NEIS while adding questions about parent-child
activities outside of the home and family rules. These items were added because
research with low-income families (e.g., Snow et al., 1991) suggests that homes
associated with poor school performance often lack structure and supervision. In
addition, children from low-achieving homes frequently lack the opportunities that middle-
class children have for experiences and interactions outside of their families that can
afford opportunities for learning (Cochran and Brassard, 1979).

The home environment items on the parent interviews ask parents either to indicate the
frequency of their own or their child’s behaviors or to rate their agreement with
statements about child development. In most cases, there are several behaviors or
statements for each construct that \ve are interested in measuring. For example, the
question about play materials in the home lists 12 toys or materials and parents are asked
to indicate which ones are available in their home. For the analyses, composite scores
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were used rather than individual items, in order to handie missing data and increase the
reliability of the scores. For items scored on three- or five-point scales, composite scores
were based on an average across individual item responses. For items scored yes or no,
composite scores reflect the percentage of positive responses.

Exhibit 10.2 describes these composite scores and presents the internal consistency of
the composite scores from the NEIS and the In-Depth Study data. The internal
consistency, based on Cronbach’s alpha coefficient, is a measure of the extent to which
responses to individual items are correlated to the total score. Internal consistencies of
.60 or .70 are considered to be moderate, and coefficients above .80 indicate a highly
reliable composite score. In general, the reliabilities for the In-Depth Study composites
are lower than those for the NEIS because of smaller sample of respondents.

Nevertheless, most of the coefficients exceed .60, indicating moderate to good internal
consistency.

Two individual items about the home environment also are included in the parent
interviews from the NEIS and the In-Depth >tudy. These include:

] Story reading: the frequency with which the parent reads to their
child, rated on a five-point scale from never (1) to every day (5).

L] Books in the home: the number of books in the home for the child to
look at or read, categorized as none, one-two books, three-nine
books, or more than ten books.

Effects on Home Learning Environment

Overall, data from the NEIS and in-Depth Study point to few significant program effects
in this area. Data from the NEIS show statistically significant gains on most of these
measures; however, the effect sizes are generally small. In the In-Depth Study, program

families show gains on some measures, but gains are also seen among control group
families.

Effects as Measured in the In-Depth Study. Exhibit 10.3 presents the results from the In-
Depth Study on the home environment measures. The one statistically significant
program effect is seen for the number of reading materials in the home. This variable
measures the number of different types of reading materials in the home (e.g., books,
magazines, newspapers). Even Start families show a 17 percent gain from pretest to
second posttest, which ‘s a statistically significant difference. In contrast, control families
exhibit a six percent increase, which is not significant. The larger gain for Even Start
families translates into a statistically significant program effect that corresponds to an
effect size of .40 standard deviation units. This is a moderate gain in educational or
social programs.
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Exhibit 10.2

Description and Raeliability of Home
Environment Composite Scores

Internal
Consistency"
|

Composite Description Response Choices NEIS || IDS
Score
Learning Activities that can be used to 1 Never .73 .67
activities teach or reinforce cognitive 2 Once or twice

skills such as finding food on 3 On a regular basis®

store shelves or sorting clean

ciothes (5 items on NEIS; 9 on

1DS)
Reading Reading materials found in the 1 No .72 .50
materials home (5 items) such as 2 Yes

magazines and newspapers
Play Materials found in the home 1 No .77 .68
materials that children can play with such | 2 Yes

as scissors, paints or puzzles

(12 items on NEIS, 13 on IDS)
Teaching Things parent has helped child 1 No, did not help .91 .61
child learn during the past month 2 Yes, helped

such as nursery rhymes and

colors (11 items on NEIS, 7 on

IDS)
Talk with Topics parent have discussed 1 Never .93’ .65
child with child (8 items) such as 2 Rarely, if ever

school activities or a television 3 Once/twice a month

program 4 Once/twice a week

5 Daily

Family rules Extent to which family has rules | 1 Not at all like family NA .68

for child’s behavior (7 items) 2 Somewhat like family

such as amount of television or | 3 Very much like family

helping with chores
Activities Parent-child activities outside of | 1 Not at all NA .49
with child home in the past month (7 2 Once or twice

items) such as going to a park 3 Once a week

or grocery store 4 Several times a week

5 Almost every day

Parent as a Agreement with statements 1 Disagree strongly .70 .74
Teacher that reflect how children learn 2 Disagree somewhat

or the parent’s role as a teacher | 3 Agree somewhat

(14 items on NEIS; 28 in IDS) 4 Agree strongly

scores.

®Response choices wers extended to a five-point scale on IDS measure: never, once or twice, at least once/wesk,
2-3 times per week and daily.

‘Cronbach’s alpha ranges from O to 1.0 and indicates the relationship between individual items and composite
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Effects on the Home Learning Environment:

Exhibit 10.3

Resuits from the in-Depth Study

Even Start (n = 84) Control (n = 73)

Home Environment Pretest Mean Gain Pretest Mean " Gain Program Effect
Variable (s.d.) (s.d.) (Effect Size)
Learning activities” 3.4 (.72) .12 3.7 (.76) .23* -.10 (.14 s.d.)
Story reading® 3.5 (1.2) -.07 3.3 (1.2) -17 .10 (.08 s.d.)
Books in home* 3.4 (.74) .13 3.2 (.85) .2€* - =13 (.15 s.d.)
Reading materials® 54.2% (23.5) 16.9%* 55.8% (26.2) 6.4% 10.5%* (.40 s.d.)
Play materials® 58.0% (18.0) 11.5%* 56.2% (19.6) 9.3%* 2.2% (.11 s.d.)
Teaching child® 73.1% {22.6) 5.5% 69.2% (20.9) 4.4% 1.1% (.05 s.d.)
Talk with child® 3.8 {.64) .15* 3.7 (.76) .24* -.09 (.12 s.d.)
Parent as a Teacher* 3.1 (.34) .03 3.0 (.36) .02 .01 (.03 s.d.)
Family rules® 2.5 (.35) 19 2.7 (.38) .06 .13 (.34 s.d.)
Activities® 2.3 (.48) .01 2.2 (.46) A -.09 {.19 s.d.)

Exhibit reads: At pretest, Even Stait parents reported having 58 percent of the play materials listed on the parent intarview.

*p < .06

*Based on three- or five-point gcale.
*Score reflects percentage of materials or activities for chitd.

There are statistically significant differences between the pretest and second posttest for
both Even Start and control group parents on a few other variables. For example, on play
materials in the home and talking with child at home the Even Start and control groups
each gain a significant amount from pretest to second posttest. Because both groups
gain roughly comparabie amounts, there are not any statistically significant program
effects for these variables.

Effects as Measured by the NEIS. Exhibit 10.4 presents the results on the home
environment measures from the NEIS. The gain from pretest to posttest is statistically
significant for all of these measures. This is partly due to the large number of adults in
the NEIS database. When the effect sizes are considered, the gains range from small to
moderate in size.

In order to explore the relationship between gains seen on these parenting measures and
participation in Even Start parent education, gains were calculated separately for three
levels of parent education attendance, controlling for pretest scores on the parenting
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Exhibit 10.4
Effects on the Home Learning Environment:
Resuits from the NEIS
Number Average Standard

Measure of Aduits Pretest Deviation Gain
Learning 4,401 2.0 0.59* 27*
activities®
Story reading® 4,379 3.4 1.25 .36*
Books in home* 4,372 3.4 0.87 27*
Reading 4,129 48.2% 26.1 6%*
materials®
Play materials® 4,164 54.2% 23.8 15%*
Teaching child® 4,062 67.5% 26.7 12%*
Talk with child® 4,352 2.9 1.34 .54*
Parent as a 4,213 3.3 0.39 .07*
Teacher®
Exhibit reads: Even Start parents scored 2.0 at pretest on the Learning Activities scale.
*p < .001.
*Based on three- or five-point scale.
*Score reflects percentage of materials or activities for child.

measures and the age of the child (Exhibit 10.5). The gains for adults who participated
in more parenting education are significantly higher, but not importantly larger, than for
parents with more minimal participation levels on all indicators. Exhibit 10.5 also shows
that the effect sizes for these indicators are small to moderate for all except the "play
materials” scale.

Discussion of Effects on the Home Learning Environment. The Even Start effects we
observe on the home environment measures are small at best. There are several reasons
why these findings may be weaker than those observed in adult education or early
childhood education. First, there are few models to guide Even Start projects in
developing effective instructional approaches to improving parenting skills. Second, the
data shown earlier in this report indicate that, on average, participants receive much less
parenting education than literacy training. The research literature concurs that the
outcomes of parenting education are particularly difficult to assess and there is little
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Exhibit 10.5
Gains on Home Environment Measures in the NEIS
by Hours of Parenting Education
Hours of Number of Average {| Average Effect
Measure Parenting Adults with Pretest Gain Size
Education Matched
Scores
Learning 1-50 hours 2,553 1.99 .24 .40
activities 51-150 hours 1,351 2.01 .31 .53
over 150 hours 511 2.03 31 .63
Story reading 1-50 hours 2,553 3.38 33" .26
51-150 hours 1,339 3.65 .33* 27
Over 150 hours 508 3.48 44* .37
Books in 1-50 hours 2,544 3.34 27* 31
home 51-150 hours 1,336 3.42 29* .35
Over 150 hours 507 4,42 32* .36
Reading 1-50 hours 2,392 1.49 .06* 19
materials 51-150 hours 1,269 1.49 .08* 32
Over 150 hours 479 1.49 10* .38
Play 1-50 hours 2,391 1.56 13* .54
materials 51-150 hours 1,292 1.65 .16* .67
Over 150 hours 499 1.656 .18* .78
Talk with 1-50 hours 2,531 2.94 43" .31
child 51-150 hours 1,343 2.93 a7* .60
Over 150 hours 510 3.14 .78* .63
Parent as a 1-50 hours 2,448 3.33 .06* .13
Teacher 51-150 hours 1,288 3.36 .08* .20
Over 150 hours 493 3.31 .16* .37
Exhibit reads: Parents with more than 150 hours of parenting education scored 3.48 on the story
reading item, compared with parents with 1-50 hours of parenting education who scored 3.38.
*p < .001.
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consensus about the appropriate constructs and few psychometrically sound measures
{(Weiss and Jacobs, 1988).

A further consideration is that high pretest averages on some of the measures leave little
opbortunity to show growth. Parents in both the Even Start and control groups generally
reported on the pretest that their child had participated in many learning activities at
home, that there were many books in the home, and that they had done many things to
help their child learn. It is possible that parents were trying to give socially acceptable
answers and that the "right” answers to items were too transparent.

Parent-Child Reading Task

A Parent-Child Reading Task was designed specifically for the in-Depth Study to measure
the parent-child interactions of Even Start participants and control families. The task
consists of asking the parent to read a simple book to her child, while a trained observer
uses a pre-coded rating form to record several aspects of parent-child interactions. The
observation was developed to provide a direct measure of a shared literacy activity and
parent-child interactions. ‘

Description of the Measure

The task is based on research that stresses the importance of reading books for the
literacy development of young children. Findings from various studies over the last two
decades note that middle-class children who are read to understand and know more
words (Chomsky, 1972), have increased language and reading growth (Ninic and Bruner,
1978), learn basic concepts about books (Sulzby, 1985; Snow and Ninio, 1986}, and
benefit additionally because adults’ reading to children acts as "scaffolds” in emerging
literacy development (Edwards, 1989). Other research documents the importance of the
methods used by parents when they read aloud to their children. The manner in which
parents read to children can inhibit or facilitate the child’s interest and skill in reading
{Lancy, 1988). The quality of the interaction surrounding parent-child reading has been
found to shape early reading development more than merely the presence of books or
storytime routine {Mason and Allen, 1986).

Further, parents’ questioning strategies used when reading aloud to children may promote
or limit the cognitive benefits of story book reading (Pellegrini et al., 1990). Heath (1983)
has written of the importance that questioning plays in the development of school-type
literacies in young children. In three communities she studied, only parents in the middle-
class sample used the kind of cognitive questioning strategies that teachers commonly
use in school-based instruction. She considers children who are not familiar with this
cognitive approach to be at risk when confronted with the demands of formal schooling.
Her sample included poor black families from a rural southern region, not unlike some of
the Even Start sites.
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Thus, the research indicates that one way that parents teach children is through the
medium of story book reading as they question and comment on the text and pictures,
and as they initiate and respond to the child’s comments. The management of the story
book session reveals much about the relationship, interaction, and teaching strategies that
occur between the parent and child around a pleasurable task which, if effectively carried
out, promotes literacy development.

Several criteria were used to select th.z book for this task:

] The book had to have a story line. Previous research indicates
reading stories has stronger associations with children’s reading and
language development than looking at books or reading wordless
picture books, alphabet books or nursery rhymes (Wells, 1985).

* The book had to be available in Spanish and English to ensure
comparability of subject and difficulty of the story across language
groups.

] The book had to have relatively easy vocabulary so that it would not

be too difficult for low-literate parents.

L The book had to have based on subject matter appropriate for girls
and boys, children from diverse cultures, and children living in urban
and rural areas.

A book entitled 7Three Billy Goats Gruff was selected. It met all of the above criteria.

Parents were asked to read the book to their child during the testing/interview session for
the In-Depth Study. The choice of the English or Spanish version of the book was left up
to the parent. The interviewer told the parent that we were interested in learning how
parents and children read together, and instructed the parent to read the book the way
she usually would read to her child. The interviewer rated the parent’s and child’s
behavior as they read the book.

The rating scale was developed to record parent-child interactions and the parent’s
approach to reading during the brief story book reading session. The rating scale is
divided into two parts. On Part |, the interviewer scored the way the parent read the
book (e.g., labeling pictures, asking questions of the child) as well as the child’s response
and behavior during the session (e.g., pointed to pictures, responded to parent’s
questions). These categories are adapted from a rating scale developed by Resnick and
his colleagues (1987), based on videotapes of mothers reading to their young children,
and modified by Edwards (1989). The items are scored as absent or present; counts of
behavior were not recorded because pilot testing of the instrument indicated it was not
feasible to categorize and keep a count of diverse behaviors during these relatively brief
observations.
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Part il of the coding scheme was filled out by the interviewer at the completion of the
parent-child reading activity. These general ratings of the quality of the parent-child
interaction and the parent’s reading are adapted from work conducted by Lancy and
Draper (1988). This section includes items rated on a three-point scale to describe the
reciprocity and quality of parent-child interaction. Parent and child were rated separately
on items such as physical contact and task engagement.

Interviewers were trained by using videotapes of several parent-child dyads reading Three
Billy Goats Gruff. In addition, an administration manual provided a description and
examples of each coding category. For the analysis, composite scores were created as
more reliable indicators. Based on conceptual groupings of parents’ behaviors assessed
on Part |, two composite scores were created and then evaluated for internal consistency.
Additional composite scores were created by aggregating child behaviors and the general
affect scores. The composite scores from Part | of the rating scheme were created by
totaling the number of different behaviors that occurred during the session. On Part ii,
composite scores were calculated as the average scoring across the three-point scales.
Exhibit 10.6 presents the reliability coefficients for the composite scores and lists the
individual items included. Reliabilities are quite good, ranging from .71 to .80 for the five
composite scores.

Effects on the Parent-Child Reading Task

There are no significant gains for any of the indicators of parents’ or children’s behaviors
in either Even Start or the control group, and no program effects.

Effects as Measured by the In-Depth Study. The pretest means and gains for the
behaviora! ratings and general affect ratings on the Parent-Child Reading Task are
presented in Exhibit 10.7. Parents and children in both Even Start and the control groups
tended to be rated lower at the second posttest than at pretest. These consistent
negative results across groups call into guestion the utility of this new measure.

Parents’ Expectations for their Children
Description of the Measures

Questions about parents’ expectations for their children’s school success were adapted
from the parent interview designed by Abt Associates for use in Prospects, the national
longitudinal study of Chapter 1 (Puma et al., 1993). In both the NEIS and In-Depth Study,
parents were asked to rate how well they expected their child to do in school (from "very
well" to "very poorly”) and the likelihood that their child will graduate high school {(from
“very likely” to "probably won't graduate high school").
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Exhibit 10.6

Composition and Reliability of Scores on Parent-Child Reading Task

Composite Score items Internal
Consistency
Coefficients

Parent describes book to Points to pictures or words; labels .71
child® pictures; describes pictures or

text; elaborates on pictures or

text.
Parent questions or Links pictures or story to child’s 71
responds to child® life; asks child to identify pictures;

repeats child’s comments or
words; elaborates on child’s
comments; responds to child’s
questions; asks comparative,
inferential, or cause-and-effect
questions.

Child responds® Points to pictures; labels or names .74
picture; repeat words or elements
of story; acts out or makes sound
related to story; links story
content or pictures to own life;
responds to parent’s questions;
asks questions, makes comments
related to book or parent’s
comments.

Parent’s general affect® Task engagement; positive affect; .80
interactive contact with child;
physical contact with child; pace;
control of book; reading fluency;
reading delivery.

Child’s general affect® Task engagement; positive affect; .75
interactive contact with parent;
physical contact with parent.

*Each item in composite scored as present or absent.
®Each item in composite scored on three-point scale.
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Exhibit 10.7

Etfects on Parent-Child Reading Behaviors:
Resuits from the in-Depth Study

Even Start (n = Control (n = 71)
79)
Parent-Child Pretest Pretest Mean Program
Reading Behaviors Mean Gain (s.d.) Gain Effact (Effect
(s.d.) Size)

Parent describes book* 2.1 (1.4) - 2.4 (1.4) -0.28 -0.02 (.01

0.30 s.d.)
Parent questions or 1.6 (1.6) - 1.9 (1.6) -0.49 -0.08 (.05
responds to child® 0.57 s.d.)
Child responds® 2.7 (2.0) - 2.9 {2.0) -0.156 -0.15 (.08

0.30 s.d.}
Parent’s general affect® 2.3 {0.40) - 2.4 (0.39) -0.03 -0.01 (.03

0.04 s.d.}
Child’s general affect® 2.1 (0.50) 0.08 2.3 {0.50) 0.08 0.0 (-}

Exhibit reeds: Even Stert perants et pratest exhibited en everage of 2.1 out of 4 behaeviors related to dascribin,
the book to thair child.

*Score reprasents occurrance of four parent beheviors.

®Score reprasants occurrence of six parent behaviors.

°Score reprasents occurrence of seven child behaviors.

IScore rapresants averege of sight itams reted on three-point sceles, where "3 indicetes positive bahewvior.

*Scora represents average of four itams reted on three-point sceles, where "3" indicetas positive bahevior.

Effects on Parents’ Expectations

The NEIS and in-Depth Study data each show significant gains and similar resuits for
parents’ expectations about their children’s school success. However, the control group

in the In-Depth Study also shows significant gains, and, thus, there is not a significant
program effect on this variable.

Effects as Measured by the In-Depth Study. Exhibit 10.8 presents expectations for
children among parents in Even Start and the control group. The gain seen in the control
group is statistically significant. However, because the program group was slightly higher
at the pretest, the two groups are gquite comparable by the second posttest.

Parents in both Even Start and the control group, on average, réport that their children are
likely to graduate from high school. As Exhibit 10.8 indicates, there are no statistically

significant differences from pretest to second posttest for either group, and no program
effect.
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Exhibit 10.8

Effects on Parent’s Expectations for Their Child:
Results from the In-Depth Study

Even Start (n = 75) Control ( n = 58)
Pretest Gain || Pretest Mean Gain Program

Parent’s Expectations Mean (s.d.) (s.d.) Effect (Effect
Size)

How well child will do 4.3 (0.84) 0.19 4.0 {0.82) 0.34* -0.15 (.18

in school* s.d.)

Likelihood of child 3.7 (0.57) 0.06 3.6 (0.70) 0.10 -0.04 (.06

graduating from high s.d.}

school®

Exhibit reads: Even Start parents at pretest rated the likelihood thet their child will graduate from high school as
3.7 out of a possible 4.

*Item rated on five-point scale where "5" equals "very well” and "1" indicates "very poorly”.
Item rated on four-point scale where "4" indicates "very likely” and "1 indicates "probably will not graduate
from high school.

Effects as Measured by the NEIS. The results from the NEIS are presented in Exhibit
10.9. The average expectations and the magnitude of the gain are almost identical to
those seen in the IDS. Given the sample sizes here, these small gains are statistically
significant for the NEIS data.

Conclusions about Effects of Even Start on Parenting Skills

This evaluation measured effects on parenting skills in four areas: (1) parents’ personal
skills, (2) the home learning environment, (3) parent-child reading, and (4) parents’
expectations for their children. There are few program effects on these measures.

Parents’ personal sense of well-being, as measured by a sense of mastery and lack of
depression, has been cited in the research literature as related to the nature and quality
of parent-child and family relationships. Data from the in-Depth Study did not reveal any
effect of Even Start on these variables. The overall prevalence of depressive symptoms
was high among this group of families (46 percent of Even Start parents were classified
as "depressed” at the time of the pretest), although similar to those reported with other
low-income populations. It is possible that these psychological problems are difficult to
ameliorate with programs such as Even Start, or at least difficult to change in the short-
term. Perhaps with continued gains in other areas such as educational attainment and
employment, parents will express different opinions about their sense of mastery and
happiness. it also is possible that projects have not focused on these problems and may
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Exhibit 10.9

Parent’s Expectations for their Child:
Results from the NEIS

Parent’s Number Average Standard Effect
Expectations of Pretest Deviation Gain Size
Adults

How child will do in 3,884 4.2 77 .16* .20
school®
Likelihood of child 4,219 3.7 .54 .09 .10
graduating from high
school®

Exhibit reads: Parents are pretest rated the likelihood that their child will graduate fiom high
school as 3.7 out of a possible 4.

‘item rated on five-point scale where "5" equals "very well” and "1" indicates "very poorly”.
®item rated on four-point scale where "4" indicates "very likely” and "1" indicates "probably will
not graduate from high school.

*p < .05.

be able to help parents through increased collaboration with medical and mental health
agencies.

Even Start appears to be having a significant impact in only one area of the home
environment: the number of reading materials in the home. While all variables on the
NEIS show a significant change from pretest to posttest but small e ‘fect sizes, this is the
one variable where there also is a significant positive effect seen in the In-Depth Study.
Since this is one measure out of many, this finding should be interpreted with caution.
However, many Even Start projects make a concerted effort to increase the number of

books, magazines and newspapers in participants’ homes, either through loans or free
donations of reading materials.

There are no significant program effects on the Parent-Child Reading Task, which was
developed as a new measure to extend the information collected from the In-Depth Study
beyond the traditional paper-and-pencil tests. In addition, Even Start project directors
urged us to collect some direct assessment of parent-child interaction and a shared
literacy activity. However, the negative changes recorded from pretest to second

posttest on this measure raise questions about the utility of the rating scale in its present
format.
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One shortcoming of the Parent-Child Reading Task may be that it is not sensitive enough
to differences between parents to show changes over time. The choice to make the
coding a simple yes/no check of behaviors rather than a count of the number of
occurrences of a behavior means that we cannot differentiate parents who display
muitiple examples of positive behaviors from those who exhibit the behavior only once.
Much of the prior research in this area used videotapes and coded mother-child behaviors
from the tapes. We felt that this would be a costly approach and also would make some
parents and children fee! uncomfortable.

Another difference between the current measure and the research tools on which it was
based is the purpose of the observation. Most of the prior research studies (e.g., Lancy
and Draper, 1988; Pellegrini et al., 1990; Resnick et al., 1987) were attempting to
describe the content and quality of parent-child reading in order to determine whether
mothers incorporated teaching strategies when they read to their child or to relate
parents’ reading strategies to the acquisition of the child’s reading abilitv. Thus, using
this type of instrument to assess program effects is a new application that may require
more differentiated coding schemes.

Effects of Even Start
Even Start 218 Projects on Parenting Skills




o S G G O G G R Sy an o e

Chapter Eleven
Effects of Even Start Projects on Families

This section presents results from the In-Depth Study on the social supports and financial
resources available to Even Start families. Information on employment status from the
NEIS and In-Depth Study also is reported. By providing support services to participating
families and engaging parents in program activities, it is hypothesized that Even Start may
help families develop a wider social network and greater access to social services. In
addition, adult education services could enable parents to find work or change to higher
paying jobs, with the long-term effect of increasing income from wages and reducing
reliance on public assistance. In addition, this section describes results from focus groups
with Even Start parents about their perceptions of the program’s impact on their families.
Subsections include:

Social Support for Families

Family Resources

Employment Status

Parents’ Perception of Program Impacts
Conclusions about Effects of Even Start on Families

Social Support for Families

The term "social support” refers to the help and support offered to individuals and families
by their relatives, friends and neighbors. The availability of this support can affect one’s
psychological well-being by providing direct assistance as well as serving as an informal
referral source to community services (Gottlieb, 1976). Adequate social support also has
been linked to outcomes for children. The availzbility of a support network for parents
influences children both in terms of the amcuiit of emotional energy that parents have foi
their children as well as the increased opportunity for interactions and experiences outside
of the home that provide sources of cognitive and social stimulation for children {Cochran
and Brassard, 1979).

Description of the Measure

The Inventory of Socially Supportive Behaviors (ISSB), developed by Barrera, was included
in the parent interview for the In-Depth Study to obtain information about parents’ social
supports. This measure was chosen over other measures of social support because it
includes concrete behaviors in addition to emotional support, uses clear and simple

language, and assesses the frequency of support rather than perceived satisfaction with
available supports.

Effects of Even Start
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The ISSB was designed to assess various types of assistance that people have available
in everyday life. The scale includes 40 behaviors such as: provided you with a place
where you could get away for a while, provided you with transportation, told you who
you should see for assistance, and loaned you over $25. Respondents are asked to rate
the frequency of each event in the past month on a five-point scale from "not at all” (1)
to "almost every day" (b). The measure is scored by creating either a total additive score
across all items or an average score if ratings are missing from some items.

In previous research, the measure has demonstrated adequate psychometric properties.
The test-retest reliability for the total score was .88 when the measure was administered
twice over a two-day period (Barrera, 1981). The internal consistency of the total score
has generally been above .90 (Barrera, no date). For the In-Depth Study, the ISSB scale
was shortened to 27 items to reduce respondent burden. The internal consistency, as
measured by Cronbach’s alpha, was .92 for the total score based on these 27 items.

Effects on Social Support

There is no program effect on the social support scale in the In-Depth Study. This scale

was not part of the NEIS. Exhibit 11.1 presents the pretest and second posttest scores

on the ISSB. Parents in Even Start and the control group gave very similar ratings to the
frequency of social support, and there are no statistically significant differences between
the groups. The average scores from both the Even Start and control groups are
somewhat lower than those reported in the research literature (Barrera, no date) in both
pregnant teens (mean: 2.6) and female college students (mean: 2.5).

Family Resources

A number of researchers have discussed the impact of limited financial resources on
family dynamics, parenting, and child growth and development. Families living in poverty
are more likely to experience greater and more chronic stress than middle or upper income
families; in addition, the incidence of major stresses, such as inadequate housing and lack
of money for food, creates psychological stress that affects parent-child and parent-parent
interactions within the family (Parker et al., 1988). As a result, poor families are more

likely to exhibit punitive parenting styles than more economically advantaged families
(McLoyd, 1990).

Description of the Measures

Information about family resources comes from three areas of the parent interview: a
question about the major sources of household income, a questicn categorizing the level
of family income, and a set of questions about the adequacy of family resources.

The family resource scale is an adaptation of an instrument developed by Leet and Dunst
for use in family intervention programs (Dunst et al., 1988). It is one of the few
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Exhibit 11.1

Social Support: Results from the in-Depth Study

Even Start Control
(n=81) (n=73) L
Mean " (s.d) JII Mean || (s.d)
inventory of Socially Supportive
Behavior®
Pretest 2.4 (0.9) 2.2 (0.8)
Second Posttest 2.3 (0.7) 2.3 {0.8)
Gain -0.05 0.03
Program Effect -0.08 points
(Effect size) (.10 s.d.)

Exhibit reads: Even Start parents scored an average of 2.4 out of 5.0 at pretest on the 1SSB scale.
*Score represents average across 27 items rated on five-point scale, where "5" indicates greater

frequency of social support.

measur>s we have seen that tries to assess the adequacy of resources for basic
necessities (e.g., food for two meals a day, indoor plumbing, and owning or having access
to a telephone). The scale includes 25 items which respondents are asked to rate on a
five-point scale from "not at all adequate” (1) to "almost always adequate” (5). An
average rating across the 25 items was created as a composite score.

In prior research, the measure has shown adequate psychometric properties. The authors
report a Cronbach’s alpha of .92, a split-half reliability of .95 corrected for length using
the Spearman-Brown formula, and a test-retest reliability of .52, based on administering
the scale to 45 individuals on two occasions two months apart {Dunst and Leet, 1987).
In the In-Depth Study, the internal consistency of the composite score was .85.

Effects on Family Resources

There is a statistically significant increase in the adequacy of family resources reported
by Even Start families; however, control group families also gained a small amount and
there is no significant program effect. There are no program effects on income or reliance
on government assistance. The lack of effects on income is to be expected, since
changing income is a relatively long-term outcome for Even Start.

Exhibit 11.2 presents the results on the Family Resource Scale for Even Start and the
control group. Both groups reported an average of 3.6 out of a possible 5.0 on the
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Exhibit 11.2
Adequacy of Family Resources: Results from the in-Depth Study
Even Start Control
{(n=81) (n=73)
Mean {s.d) Mean {s.d)
Family Resource Scale®
Pretest 3.6 (0.6) 3.6 (0.6)
Second Posttest ;.7 (0.6) 3.7 (0.5)
Gain 0.12* 0.04
Program Effect 0.08 points
(Effect size) (.13 s.d.)

Exhibit reads: Even Start families scored an average of 3.6 out of 5.0 at pretest on the Family
Resources Scale.

*Score represents average across 25 items rated on five-point scale, where "5" indicates more adequate
resources. '

*p<.05.

pretest, indicating that they perceived their resources to be between “"sometimes
adequate” and "usually adequate” at the time they entered Even Start. This suggests that
parents did not perceive a large problem with a lack of resources. In both groups, the
average rating of the adequacy of family resources rose slightly from pretest to second
posttest. This gain was statistically significant for the Even Start participants; however,

the difference was not large enough when compared to the gain among the control group
to show a statistically significant program effect.

Exhibit 11.3 shows the percentage of families at pretest and posttest whose household
income was less than $10,000, and who receive government assistance. While the
percentage of Even Start families with income below $10,000 dropped from 72 percent

at pretest to 65 percent at the second posttest, control group families showed a similar
decrease.

A second way to analyze these data is to focus on families whose income was below
$10,000 at the pretest to see how many were able to increase their income above this
level. Exhibit 11.4 shows that 20 percent of Even Start families and 21 percent of
control families reported in.. eases that moved their income from under to over $10,000.
The difference between groups is not statistically significant.
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The percentage of Even Start families on government assistance remained fairly constant
from pretest (48 percent) to second posttest (47 percent), while the percentages among
the control group dropped slightly from 45 percent at pretest to 41 percent at the second
posttest (see Exhibit 11.3). These differences are not statistically significant. Exhibit
11.5 shows the percentage of families in each group who were able to get off of public
assistance in Even Start (26 percent) and the control group (22 percent). Once again,
these differences are not statistically significant.

Employment Status

Although Even Start is not primarily an employment and training program, the adult
education component of the program could effect changes in parents’ employment status
by increasing their skill levels and employability.

Description of the Measure

The parent interview for the NEIS and the In-Depth Study asked respondents to indicate
their current employment status as working full-time, working part-time, or not working.
For the NEIS, these questions were asked at program entry and again either at the end
of the program year or at exit. in the In-Depth Study, employment status was asked at
the pretest, first posttest and second posttest. The information was specific to the adult
targeted for the evaluation and does not necessarily reflect whether anyone in the
household was employed.

The analyses focused on the percentage of adults who were not employed versus those
working part-time or full-time. We aggregated data about part-time and full-time
employment for a number of reasons. First, Even Start project directors pointed out that
for mothers of young children, part-time work is a positive outcome. Also, part-time
employment in a job with higher wages can be an improvement over a full-time but low-
paying job,

Effects of Even Start
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Exhibit 11.3
Financial Resources: Results from the In-Depth Study
Even Start Control
(n=84) (n=75)
Household Income Less than $10,000
Pretest 72.3% 72.6%
Second Posttest 65.1% 64.4%
Gain 7.2% 8.2%
Program Effect (Effect Size) -1.0% (.01 s.d.)
Receiving Government Assistance
Pretest 48.2% 45.1%
Second Posttest 46.9% 40.9%
Gain 1.3% 4.2%
Program Effect (Effect Size) -2.9% (.06 s.d.)

Exhibit reads; 72 percent of Even Start parents had household incomes less than $10,000 at pretest. “

Exhibit 11.4: Percentage of Famiiles Who Increased income
Above $10,000 by Posttest: in-Depth Study
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Exhibit reads: Of those families whose household income was less than $10,000 at pretest, 20 percent of Even
Start families and 21 percent of control families reported incomes above $10,009 at the second posttest.

Effects of Even Start
Even Start 224 Projects on Families




[ErSC

Aruitoxt provided by Eic:

Exhibit 11.5: Percentage of Famliles Who Got Off Public
Assistance as Primary Source of Income
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Exhibit reads: Of those families whose primary source of income was public assistance, 24 percent of Even
Start families and 16 percent of control families no longer relied solely on public assistance by posttest.

Effects on Employment Status

Based on results from the In-Depth Study and the NEIS, Even Start does not appear to
have a significant effect on participants’ employment status.

Effects as Measured by the In-Depth Study. Exhibit 11.6 shows the percentage of
parents in the Even Start and control groups who were employed at the pretest and
second posttest. While scme adults in each group who were not employed at pretest
became employed by the second posttest, there is no significant program effect. When
the sample is restricted to just those adults who were not employed at pretest, fewer
adults in Even Start (14 percent) than the control group (22 percent) fcund work by the
second posttest (Exhibit 11.7). This may be due 1o the greater likelihood that Even Start
adults are involved in adult education programs or other training and are not yet seeking
employment. Once again, this difference is not statistically significant,

Effects as Measured by the NEIS. Exhibit 11.8 presents information about the percentage
of adults who were not employed at program entry for the total group of respondents and
for subgroups of participants. Approximately 78 percent of the adults participating in
Even Start were not employed at pretest. Nearly 13 percent of these participants found
employment by the end of the program year or by the time that they exited from Even
Start. The results are fairly consistent across subgroups of participants.

Effects of Even Start
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Exhibit 11.6
Employment Status: Results from the In-Depth Study
Even Start Control
(n=84) {n=73)
Employed Part-Time or Full-Time
Pretest 17.6% 20.5%
Second Posttest 22.4% 30.1%
Gain 4.8% 9.6%
Program Effect -4.8%
Exhibit reads: 17.6 percent of Even Start parents were employed either part-time or full-time at
pretest.
Exhibit 11.7: Percentage of Adults Not Employed at
Pretest who Found Employment by Posttest
.
5™
081 ! 1
=
z
=%
E
w
3
.
" Even Stant Control

Exhibit reads: Of those adults who were not employed at pretest, 12 percent of adults in Even Start and 15

percent of adults in the control group were employed at the second posttest.
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Exhibit 11.8
. Employment Status: Results from the NEIS
' All Participants Not Employed at Intake
Not Employed at Found
Total Intake Total Employment
' Group Adults N u % Adults N %
' Age at Intake
Under 21 1,764 1,663 88.6 1,453 154 10.6
l 21-25 4,417 3,661  82.9| 3,430 436  12.7
26-30 4,163 3,194 76.7 3,019 419 13.9
| 31-35 2,328 1,660  71.3| 1,656 219  14.1
36-40 1,137 812 71.4 765 97 12.7
. Over 40 789 577 73.1 537 52 9.7
Gender
l Male 1,284 602 46.9 544 115 21.1
Female 13,369 10,869 81.3| 10,220 1,265 12.4
' English is primary language
No 4,018 3,115 77.5 2,884 398 13.8
' Yes 10,874 8,566 78.8 8,073 990 12.3
Ethnic background
' Asian 482 360 74.7 312 25 8.0
African American 4,805 3,804 79.2 3,496 379 10.8
' Hispanic 3,783 2,948 77.9 2,799 391 14.0
Native American 795 672 84.5 648 93 14.4
l White 5,038 3,883 77 .1 3,726 508 13.6
Attained GED while in Even Start
' No 11,094 8,997 81.1 8,384 979 11.7
Yes 1,006 809 80.4 793 144 18.2
l TOTAL 15,191 11,910 784 | 11,169 1,414 12.7
" Exhibit reads: At intake, more than three quarters (78.4 percent) of Even Start adults targeted for the
. evaluation were not employed. Of those who were not employed, 12.7 percent found part-time or full-
time employment while participating in Even Start.
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Parents’ Perceptions of Program Impacts

As part of the In-Depth Study, parents in Even Start were asked for their own assessment
of the program’s impact.

Description of the Measure

During annual site visits to the ten In-Depth Study projects, Abt staff conducted focus
groups with Even Start parents to obtain their views of the program. These discussions
were held with approximately ten parents at each site. Project directors invited parents
to take part in the focus group, but their participation was voluntary. Topics for the focus

groups included the reasons why parents joined Even Start and the impact of the program
on themseives and their family.

Perceived Effects on Adults

Parents described a number of positive effects of their participation in Even Start,
including improved personal skills, increased parenting ability and learning gains. In some
programs parents noted that the main reason they joined Even Start was for the adult
education. Some parents were interested in preparing for the GED certificate, continuing
their education or improving English proficiency. Others stated that education was a way
to improve their lives. As one woman said, "l want to better myself, to take up a trade,
to be a nurse’s aide." Another parent indicated a desire to "do something with my life."”

Participants commented that Even Start recognizes that the adult learners also are
parents. One mother stated that she had once considered attending classes to prepare
for the GED but because the program did not offer child care, she was not able to attend.
Several women had dropped out of night school prior to joining Even Start; one of these
woman indicated that she liked Even Start "because it was different from other school”
experiences she had had either as a child or an adult. Several parents commented that
having the early childhood services available was a plus for them as well as their children.
For some it is the convenience, for others it is the safety--knowing where their children
are and being able to check on them during the day eased parents’ concerns.

Even Start participants also discussed the changes they experienced in their interactions
with their children. Although most parents indicated that the parenting classes were not
the main reason for joining the program, they now viewed this component as extremely
important. Through the parenting classes and home visits, parents described being able
to communicate more effectively with their children. The program also has helped them
learn how to play with their children--to be creative with their children, to make games
for their children, and to plan activities for their children at home.

Parents described being able to interact more positively with their children and deal with

the stresses they feel as a parent without "exploding.” Several parents spoke of having
more patience with their children and usinyg less physical punishment. One mother told
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how she has learned not to criticize her children as much, but rather to give them praise;
further, she felt that she has developed more realistic expectations about her children and
herself.

A number of parents commented that they have higher personal goals and more self-
esteem as a result of Even Start. One woman stated that before she joined the program,
she viewed the GED as "working papers,” but now she sees the certificate as "the first
step towards a better life."”

The program also has reduced the parents’ sense of isolation and being "trapped at home
with their children.” Although some of the women knew each other before enrolling in
the program, they had only limited interaction. As one mother said, "you can live right
next door to someone and not know them.” Now they check up on each other and visit
or call if someone has missed class. Another mother commented that "for most of us,
it's just us and our kids." Even Start has given them the opportunity to interact with
other adults who have similar problems and experiences. As a result, participants feel
better able to cope with life situations.

In several programs, participants described Even Start as their "family.” In one project,
parents gave staff high marks for being respectful and willing to do anything for the
families--"we just pick up the phone and tell them we need help and they are there.” In
another site, parents told how staff treat them "as human beings without putting you
down or judging you," but all the while "helping us in a new way of life." In a third site,
parents pointed out that the friendly and supportive environment of the program allows
parents to feel valued and know that their concerns are taken seriously.

Perceived Effects on Children

Parents were quite positive about Even Start’s effects on their children. They reported
that their children’s attitudes toward reading and schooling had changed to excitement
and eagerness to learn. Several parents cited specific skills that their children have
learned, such as using scissors, learning the alphabet and the name of colors. Parents
with older children stated that their younger children in Even Start are much better
prepared for public school than their older siblings--they know how to take the bus, they
can read, they speak English better and they are "just less afraid.”

In addition to cognitive skills, improved verbal and social skills were reported by many
parents. One mother stated that her child rarely spoke before he attended Even Start, and
"now he talks constantly." Others commented that the program has helped their children
to be less shy, to speak more clearly, and to separate more easily from their mothers. As
one mother described it, " my child does more for himself in everything--in eating, in
dressing himself...he isn't always hanging onto me anymore.”

Parents reported that their children are now better behaved. One mother described her
son’s pre-Even Start activity level as similar to "a grasshopper,”™ but now he is more calm
and controlled. Parents also described their children as more helpful and cooperative at
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home. The organizational skills that children learn at school (e.g., putting things back in
their place) have carried over to the home as well.

Conclusions about Effects of Even Start on Families

The In-Depth Study included several measures of the effects of Even Start on participating
families, including their perceived social support, adequacy of financial resources, income
level and sources, and employment status. The NEIS instruments had questions about
income and employment. Across these measures, gains from program entry to the end
of the second program year are minimal. It is possible that these areas are difficult to
change because they are affected by circumstances beyond the control of the program,
such as the local economy and the availability of jobs. It is also likely that these indices
will not show large changes in the short-run, but instead require longer interventions and
other positive short-term impacts in order to achieve significant gains.

While there are few effects for families on these quantifiable variables, Even Start
participants report quite a number of qualitative changes in their lives and the lives of their
children. Listening to the personal stories ¢f program participants, it becomes apparent
that most of the changes in attitudes and skills that the parents see in themselves and
their children are positive short-term impacts of the program. Parents describe
themselves as moving toward their goals of an educational certificate, getting a job and
being a better parent. Given the current status of the Even Start parents, it is reasonable
that we do not yet see changes in the more distal outcomes of increased employment and
income.

Effects of Even Start
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Chapter Twelve
Cost of Even Start

Even Start’s budget has grown steadily since its inception, from $14.5 million ir 1989
to an estimated $90 million in 1993. As Exhibit 1.1 showed, this increase has enabled
Even Start to fund more projects each year. Data on federal costs and number of families
served are available for all Even Start projects, while projects in the In-Depth Study
portion of the evaluation participated in a special assessment of the federal and local
costs of Even Start. While the In-Depth Study projects were not randomly selected, but
they do represent a reasonable cross-section of fully functioning Even Start grantees.
This section of the report includes discussions of:

. Cost per Participating Family
Distribution of Total Cost by Function
] Project Variation in Federal Cost per Family

Cost Per Participating Family

Even Start projects engage in many functions including project administration and
coordination, three core services, a range of support services, evaluation activities,
recruiting, case management, and many others. One aim of this evaluation was to
calculate the federal (Even Start) cost per family; a second purpose was to ascertain the
full cost of all Even Start services, including federal Even Start funding, local matching
funds, in-kind services or facilities, the value of other locally obtained core and support
services, and other federal funding (e.g., the pro-rated cost of early childhood education
obtained from Head Start or the pro-rated cost of adult basic education obtained from a
local community college).

Exhibit 12.1 shows the federal cost for Even Start projects participating in the national
evaluation for the first three years of program operations. The number of families and
participants (adults and children) served increased greatly from 1989-90 to 1990-91, as
would be expected given the increase both in number of projects funded and total federal
dollars spent on the program. The number of projects in the evaluation remained constant
from 1990-91 to 1991-92; however, the number of families and participants increased
substantially once again (by 46 percent), indicating that projects were maturing and
becoming more efficient.
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Exhibit 12.1
Federal Cost for Even Start Projects,
by Program Year

Measure “ 1989-90 I] 1990-91 1991-92
Number of Projects 76 123 123
Total Grant Awards (millions) $14.5 $24.2 $24.2
Average Grant Award $190,789 $196,748 $196,748
Total Families Served 2,460 6.596 9,668
Average Number of Families 32 b4 79
Total Participants Served 5,672 16,143 24,799
Average Participants Served 75 131 202
Federal (Even Start) Cost Per $5,894 $3,669 $2,503
Family
Federal (Even Start) Cost Per $2,556 $1,499 $975
Participant
Exhibit reads: The federal (Even Start) cost for each Even Start family was $2,503 during the 1991-
92 program vyear.

The federal cost per Even Start family declined over time, from $5,894 in 1989-90 to
$3,669 in 1990-91, and again to $2,503 in 1991-92''. The same pattern holds for the
cost per participant--a decline from $2,556 in 1989-90 to $975 in 1991-92.

Data from projects participating in the In-Depth Study cost analysis show that Even Start
projects obtain substantial amounts of support, in addition to their federal Even Start
funds, in order to deliver appropriate services to participating families. As noted above,
the federal (Even Start) per family cost was $2,503 in 1991-92. The In-Depth Study cost

""This calculation is based on total federal costs divided by the total number of
families served and is appropriate for costing policy aiternatives and making comparisons
among federal programs. It also is possible to calculate the federal cost per family for a
typical Even Start project--the mean cost per family is calculated for each project in the
study and then an average of project means is computed. This approach gives equal
weight to each project (rather than to each family), and yields a cost per family of $3,634
in 1991-92. The project-based cost per family is higher than the individual-based cost per
family because large projects (which serve more families at a lower per-family cost) count
no more than small projects (which serve fewer families at a higher per-family cost). This
approach would be appropriate if the interest is in comparing costs across projects, or in
determining which types of projects are most cost-efficient.
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analysis found that local projects obtained additional funding of $1,352 per family, for a
totai of $3,855 per family (see Exhibit 12.2).

Exhibit 12.2: Federal Even Start Cost and All Other Costs
(1991-92 Program Year)

Federal Even - - o
Start Costs e .
(65 percent) Y AN
/ $2.608 per famlly AN
/, $975 per participant \
/ \\
| |
All Other Costs
(35 percent)

Total Costs = $3,865 per family;
= $1,502 per participant

Exhibit reads: Sixty-five percent of total Even Start costs were provided by federal Even Start funding; 35
percent were provided by other sources including local matching, in-kind services or facilities, the value of other
locally obtained core and support services, and other federal funding (e.g., the pro-rated cost of early childhood
education obtained from Head Start).

Thus, federal Even Start funds comprise 65 percent {$2,503) of the total cost per family
($3,855), and other funds obtained locally (including local, state, and other federal)
comprise 35 percent ($1,352) of the total cost per family. Alternatively, local projects
are able to match 54 percent of their federal Even Start funds.

Distribution of Total Cost by Function

More than half (65 percent) of all Even Start costs were incurred in the provision of core
services: 31 percent for early childhood education, 15 percent for adult education, and
9 percent for parenting education (Exhibit 12.3). An additional 9 percent was spent on
the provision of support services which are designed to enable families to participate in
core service activities. Thus, almost two-thirds (64 percent) of projects’ funds were
spent on the direct provision of services. Remaining funds were spent for program
administration and coordination (14 percent), evaluation (10 percent), case management
and recruiting (4 percent), and for a variety of other functions (8 percent) such as field
trips, staff meetings, clean-up, and errands.
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Exhibit 12.3: Distribution of Federal Even Start Dollars
by Function (1991-82 Program Year)

Earty Childhood Education
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Exhibit reads: 31 percent of Even Start costs (both federal and all other) were incurred in the provision of early
childhood education services.

Project Variation in Federal Cost Per Family

As with most variables investigated in this evaluation, there is great variation across
projects in the amount of federal dollars spent on each family. Exhibit 12.4 shows a
distribution of project-level per family costs.'? Some projects spend relatively few
federal dollars per family while other projects spent much more on a per family basis.
Most projects spent between $1,000 and $5,000 federal dollars per family. However,
six projects spent less than $1,000 per family, while three projects spent over $8,000
per family. Such wide variation in expenditures per family reaffirms that Even Start
projects took very different approaches to organizing and implementing services. it also
suggests that there are wide project-to-project differences in access to federal and non-
federal resources outside of Even Start. For example, some projects used locally-available
adult education and early childhood education services, while others had to provide those
services using their federal Even Start funds.

Information on two project characteristics that are related to cost per family is shown in
Exhibit 12.5. One variable that is related to federal cost per family is the locus of primary
responsibility for providing adult education and early childhood education services. As

?The federal cost per family at the project level is calculated by dividing the total

number of families participating in core services during a year by the total federal funds
received by the project for that year.
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Exhibit 12.4: Project-Level Distribution of
Federal Cost Per Family (1991-92 Program Year)

cts
3

Number of Proje

12 23 34 45 56 67 78 8+
Federal Cost Per Family (Thousands of Dollars)

Exhibit reads: Six projects spent less than $1,000 of their federal grant per family, while three projects spent
over $8,000 per family.

vwould be expected, projects that provided their own services expended more of their
federal dollars on each family than projects that delegated responsibility for providing
services to a cooperating agency. Eight projects retained primary responsibility for
providing adult education and early childhood education. These projects spent a relatively
large amount ($5,775) of their federal grant on each family because they paid for the
direct provision of services. Eighty-three projects shared responsibility for providing core
services with cooperating agencies. On average, these projects spent $3,579 of their
federal dollars on each family. Finally, eight projects delegated primary responsibility for
providing adult education and early chiildhood education to cooperating agencies. These
projects spent an average of $1,878 of their federal dollars on each family.

A second variable that relates to the amount of a project’s federal grant spent on each
family is the number of families served by the project. As would be expected, projects
that served large numbers of families spent fewer federal dollars per family, while projects
that served smaller numbers of families spent more federal dollars per family.

In 1991-92, there were 18 projects that served fewer than 30 families. On average, they
spent $6,312 per family. The 66 projects that served between 30 and 99 families spent
$3,742 per family. And finally, the 28 largest projects, which served 100 or more
families, did so at a federal cost of $1,659 per family.
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Exhibit 12.5

Federal Cost Per Family by Project Size and
Locus of Responsibility for Core Services
(1991-92 Program Year)

Average Grant

Number of Per Participating
Project Characteristic projects ) Family

Locus of primary responsibility for adult education and early childhood education
services

Even Start 8 $5,775
Both 83 $3,679
Cooperating agency 8 $1,878

Number of perticipating families

Less than 30 families 18 $6,312
30-99 families 66 $3,742
100 or more families 28 $1,659

Exhibit reads: Projects responsible for directly providing core services had higher costs than projects
which relied on cooperating agencies. Small projects had higher costs than large projects.

Note: Only projects reporting at least ten participating families were included in the analysis.
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Chapter Thirteen

Summary and Conclusions

Highlights

Authorized by Congress in 1988, the Even Start Family Literacy Program is designed to
improve the educational opportunities of the nation’s children and adults by providing
three core services to participating families: early childhood education, adult education,
and parenting education. Federal Even Start funds are used for coordinating existing
services as well as for the direct provision of services which are not locally available.

Implementation of Even Start

L] During its first four years Even Start provided for the implementation
of several hundred projects which delivered family literacy services
to more than 20,000 families at a Federal cost of about $2,500 per
family per year. [see Chapter 4, p.41 and Chapter 12, p.231-236]

. Even Start served its intended population. Of all Even Start aduits
served, 79 percent did not complete high school, and 66 percent of
Even Start families had total annual income under $10,000. The
average adult entered Even Start with the literacy skills of a high
school student, while the average three- or four-year-old child who
entered Even Start scored at the 9th percentile on a nationally-
normed vocabulary test. [see Chapter 4, p.39-70]

. The average Even Start family participated in the program for seven
months and received an average 6f 13.5 hours of adult education,
6.5 hours of parenting education, and 2 hours of early childhood
education each month. [see Chapter 6, p.137-145]

° Virtually all Even Start projects offered the three required core
instructional services of adult education, parenting education, and
early childhood education. They also offered some instructional
services in a home-based setting, some services to parents and
children together, and appropriate support services to enable families
to participate fully in Even Start’'s core services. [see Chapter 5,
p.72-81]
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Effect of Even Start on Program Participation

Adults and children in Even Start families participated much more
frequently in educational services than they would have had they
not been in the program: 91 percent of Even Start families
participated in adult education vs. an estimated 30-40 percent
without the program, 95 percent participated in parenting education
vs. an estimated 8 percent without Even Start, and 98 percent
participated in early chiidhood education vs. an estimated 60
percent in the absence of Even Start. [see Chapter 6, p.127-131]

Effect of Even Start on Parents

Even Start helped many aduits attain a GED. Across all 120
projects in the evaluation, 8 percent of adults who entered Even
Start without a GED or diploma achieved one. In a randomized
experimental study of a subset of 5 Even Start projects, significantly
more adults in Even Start than in the control group attained a GED
(22 percent vs. 6 percent). {see Chapter 9, p.192-198]

Adults who participated in Even Start achieved significant positive
gains (about 4-5 points, or 1/3 of a standard deviation) on the
CASAS reading survey (a measure of adult functional literacy in
reading), gains which are comparable or greater in size than those
observed in other studies of adult education programs. However,

families in a control group achieved similar gains. [see Chapter 9,
p.183-192]

Even Start did not produce any measurable effects on parenting
skills as assessed by self-report measures of the home learning
environment, parenting activities, parental expectations, sense of
mastery, and depression; and in-home observations of parents
reading to their children. This could be due to a weakness in our
ability to measure these areas, to generally positive parent responses
and high self-ratings at pretest, or to a lack of program
effectiveness. [see Chapter 10, p.202-218]

Even Start did not produce any measurable effect on family
resources, income, or employment. It is unlikely that effects in
these areas would be evident in the relatively short time period
covered by this study. [see Chapter 11, p.219-230}

Effect of Even Start on Children

Even Start

Even Start children made learning gains, both in terms of school
readiness skills and on a vocabulary test.
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. By participating in Even Start, children learned school readiness skills
such as colors, shapes, and sizes (as measured by the PreSchool
Inventory) significantly faster than would be expected on the basis
of normal development. Further, after one year of participation,
Even Start children had significantly higher scores on the PSI than
children in the control group. However, control group children
caught up once they entered preschool or kindergarten. [see Chapter
8, p.157-165]

° When they entered the program Even Start children scored quiie
low, at the 9th percentile nationally, on the Peabody Picture
Vocabulary Test (a test of receptive language). During their
participation in Even Start, children gained a significant amount on
the PPVT (so that they scored at the 19th percentile nationally).
However, children in a control group gained a similar amount. [see
Chapter 8, p.165-173]

Relationship Between Amount of Service and Qutcomes

° A high level of exposure to program services is important. Adults
and children with high levels of participation in Even Start’s core
services gained significantly more on tests than adults and children
with low levels of participation. [see Chapter 8, p.180-181 and
Chapter 9, p.189-192]

° The extent to which parents took part in parenting education is
significantly related to gains in children’s vocabulary {as measured
by the PPVT), over and above gains in vocabulary that result from
children participating in early childhood programs. Families that
participated in a relatively low-intensity or moderate-intensity
program had children who scored at the 17th to 19th percentile,
while families that participated in a reiatively high-intensity program
had children who scored at the 26th percentile [see Chapter 8, p.
175-180].

To sum up, Even Start has had some positive short-term effects on chiidren and adults,
although those effects vary greatly across projects. In fact, there is great project-to-
project variation in all facets of Even Start--program planning and implementation,
characteristics of families served, participation, and outcomes. Even Start's services did
result in gains for children and their parents, but on average, the gains are not greater
than those that similarly motivated families would obtain for themselves using locally

available services. Inorder for Even Start to have a larger effect, it must provide services
more intensively.

Even Start families that were intensively engaged in core services did better than families

with lower levels of participation. Further, there are indications that providing parenting
education to parents has positive effects on their childrens’ vocabularies. This type of
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parent-to-child effect is encouraging in that it is exactly what Even Start hopes to
produce. While other early childhood programs have demonstrated positive short-term
effects on children, and some adult education programs have demonstrated positive
effects on adults, Even Start is one of the few programs that has focused on parent
literacy, parenting skills, and child development all at the same time.

in the long run, it is hoped that Even Start’s effects on children will be enhanced because
of the positive changes made in their parents. Follow-up studies of Even Start
participants could be conducted to determine whether this long-term portion of Even
Start’s theory holds--that positive effects on parents will lead to long-term positive effects
for children’s cognitive development, social-emotional deveiopment, and behaviors.

The remainder of this executive summary expands upon these highlights. A fuli
evaluation report-is available from the U.S. Department of Education, Planning and
Evaluation Service, or from Abt Associates Inc. of Cambridge, Massachusetts.

Characteristics of Even Start Participants

Based on data reported for the 19893-90 through the 1992-93 program years, Even Start
projects are serving the intended population. All participating Even Start househoids had
at least one child between birth and age seven, 79 percent of the adults who participated
in Even Start core services did not complete high school, and 66 percent of Even Start
families had tota! annual income (earned income plus public assistance) under $10,000.
The Even Start population can be further described as follows:

. B0 percent of Even Start families describe themselves as couples
with children, 37 percent are single parent households, and 13
percent have extended families or other living arrangements.

. 46 percent of Even Start families report job wages as their primary
source of financial support, while 49 percentreport that government
assistance is their primary source of support.

° Most adults in Even Start are ages 22-29 (46 percent) or 30-39 (31
percent).
© 40 percent of Even Start adults are white, 26 percent are African

American, 22 percent are Hispanic, 4 percent are Native American,
and 8 percent are Asian or Pacific Islander.

. English is the primary language for 66 percent of Even Start adults;
Spanish is the primary language for 26 percent.

U] Seven percent of the children served by Even Start were identified
as having a disability.
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e The average age of Even Start children dropped from 4.3 years in
1989-90 to 3.7 years in 1992-93, reflecting a federal emphasis on
serving younger children.

e Even Start children scored low, at the 9th percentile nationally, on
a vocabulary test given when they entered the program.

] Even Start adults attained high school level scores on a functional
literacy reading test given when they entered the program.

LEP Adults. Even Start adults with limited English proficiency (LEP) can be characterized
as follows: 86 percent were educated outside of the United States, 60 percent did not
reach the ninth grade, 78 percent were not employed at the time they joined Even Start,

83 percent had an annual income of less than $15,000, and 18 percent were single
parents.

Aduits Who Enter with a Diploma or GED. Twenty-one percent of the adults who
participated in Even Start entered already having attained a high school diploma or a GED.
While this is less than the 33 percent of adults that enter regular adult education
programs with a diploma, questions have been raised about the fairness of serving these
potentially less-needy adults in Even Start. Data show that adults who enter Even Start
with a diploma or GED have characteristics that still suggest the need for Even Start
services: 40 percent were single parents, 67 percent were not employed, 78 percent had
annual income under $15,000, and 54 percent relied on government assistance for their
primary source of income. In addition, the average CASAS reading score for these adults
is 233, quite close to the average of 230 for adults who reached grades 9-12 prior to
joining Even Start. This shows that, in spite of their credentials, adults who entered the
program with a GED or diploma are not functioning at a higher level than their less-
credentialed counterparts.

Implementation of Even Start Projects

Virtually all Even Start projects offer the three required core instructional services of adult
education, parenting education, and early childhood education. They also offer some
instructional services in a home-based setting, some services to parents and children

together, and appropriate support services to enable families to participate fully in Even
Start’s core services.

Early Childhood Education. Children in Even Start projects were provided a range of early
childhood education services:

° 67 percent of the projects enrolled some of their children in Head

Start, 50 percent enrolled sume of their children in a Chapter 1 pre-K
program, and 87 percent provided some other preschool option.
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] For children old enough to enter the public schoois, most Even Start
projects participated in joint planning activities with the public
schools. Hence, 78 percent of the projects included kindergarten as
an Even Start service, and 70 percent provided early childhood
education services to children under age eight who were in primary
grades, again through joint planning with the public schools.

Adult Education. Almost all {93 percent} of the projects reported that they provided
services to prepare adults to attain a GED certificate, 85 percent provided services in

adult education, 81 percent provided services in adult secondary education, and 61

percent provided instruction in English as a second language (ESL).

Parenting Education. Even Start projects provided a wide range of services to help
parents understand and enrich their child’s development. For example, projects helped
families make use of services provided by other social service agencies, discussed
parents’ role in the education of their children, oriented parents and children to school
routines, taught parents about child development, trained parents in child behavior
management, worked to build parents’ self-esteem, and instructed parents in life skills and
in principles of health and nutrition. Each of these different types of parenting education
was provided by 90 percent or more of the Even Start projects.

Adult/Child Services Delivered Through Even Start. More than 90 percent of the Even
Start projects reported that they delivered core services to parents and children together.
This is an important part of the Even Start model in that it impresses or: parents that they
are key to their child’s education. Examples of services delivered to ad'ilts and children
together include reading and story telling, developing readiness skills, social development
‘and play, development of gross motor skills, working with numbers, arts/crafts, and
health/nutrition.

Support Services. Support services remove barriers that could restrict a family’s ability
to participate in Even Start core educational services. Several types of support services
were provided by 80 percent or more of the projects including transportation, family
advocacy assistance, nutrition services, counseling services, and child care.

Cooperative Arrangements. Even Start projects are required to establish cooperative
arrangements with other agencies to avoid duplicating services. This strategy allows
optimal use of limited resources so that projects can concentrate on filling service gaps.
Collaboration and cooperative arrangements were, indeed, a key focus of Even Start
projects. During the 1992-93 program year, Even Start projects were involved in more
than 6,000 cooperative arrangements to provide core services, an average of 20
cooperative arrangements per project. Forty-two percent of the arrangements were for
parenting education, 27 percent were for adult basic education, and 31 percent were for
early childhood education. The most common cooperators were "other departments and

programs within the public schools,” "local. county, state or tribal agencies," and
"postsecondary institutions.”

Implementation Problems. Even Start projects reported severalbarriers to implementation.
The most common barriers were difficulties in the recruitment, retention, attendance, and
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motivation of families, problems of communication and coordination with cooperating
agencies, lack of transportation for families, the unexpectedly severe social service needs
of the families and community, lack of quality child care, financial problems, staffing
problems, and problems with facilities and space.

Staffing Even Start Projects. Most Even Start projects have a project administrator and
three to five staff who provide instruction in early childhood education and adult
education. About half of the project administrators have multiple job responsibilities,
including coordination or supervision in each of the three core services, recruiting families,
and project evaluation.

° Approximately 54 percent of the staff providing services to Even
Start families are paid by collaborating agencies, 32 percent are paid
through the federal grant, and 13 percent are paid with local
matching funds. Staff from collaborating agencies are most likely to
provide direct instruction in early childhood education and adult
education, although their classrooms may have a small number of
Even Start participants.

. Even Start project administrators have an average of nine years of
work experience in early childhood education programs, four years
in adult education programs, and six years with parenting education.

* Early childhood education teachers have an average of eight years
of work experience in that field, while adult education teachers have
an average of five years of work experience in aduit education
programs.

One-third of Even Start staff have a college degree, 20 percent more have a master’s
degree, and an additional 9 percent have a doctorate. Those with a master’s degree or
beyond tend to be project directors, coordinators, or staff involved in the evaluation.
More adult education teachers (36 percent) have a master's or doctorate than early
childhood teachers (20 percent) or parenting education teachers (28 percent). Nearly one-
quarter of early childhood or parenting education teachers do not have a coilege degree
compared to only 9 percent of adult education teachers.

Even Start staff reported receiving an average of 40 hours of inservice training per year.
Sessions most frequently focus on curriculum and instruction in the core service areas.

Staff attended state, regional, and national conferences on family literacy, early childhood
education, adult education, vocational education, and bilingual education.

Participation in Even Start

The great majority of Even Start families participate in early childhood education,
parenting education, and adult education services. The proportion of families participating
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in all three core services is much higher in mature projects than in projects in their first
or second year of operation.

Number of Participating Families. The number of families participating in Even Start has
increased over time. This is due both to the addition of new projects and to improved
efficiency among existing projects. During the 1989-90 school year, when Even Start
began, 76 projects served about 2,500 families. By the 1992-83 school year, the
program nhad grown to 340 projects which served about 20,000 families.

Length of Participation. Although Even Start projects generally are funded for four years,
relatively few families take part for that amount of time. Of the families that began Even
Start in 1989-90, 53 percent participated only in that first year, 24 percent participated
in both the first and second program years, 13 percent participated in the first three
program years, and 10 percent participated in all four years.

Reasons for Leaving. There are many reasons that families end their participation in Even
Start; some are indicators of program success, while others signal problem areas.
Seventy percent of the families that left the program indicated a reason for doing so.
Based on families that reported a reason for leaving, completion of the planned
educational program or meeting personal objectives was listed by 24 percent of families
that exited Even Start. Moving out of Even Start’'s catchment area was listed for 24
percent of families that exited. Thirteen percent of the families left because of a general
lack of interest in the program and a subsequent refusal to participate. Another 12
percent reported that a family crisis prevented them from participating. Ten percent left
because they became ineligible due to a change in the family situation, i.e., there was no
longer an eligible child or adult in the family. Five percent gave a variety of reasons
including medical problems, work conflicts, pregnancy, scheduling conflicts, child care
problems, and a lack of transportation.

Participation in Core Services. The Department of Education requires that all Even Start
families participate in the three core service areas during their time in the program.

° Almost all families had a child that participated in early childhood
education during each year of the study: 90 percentin 1989-90, 97
percent in 1990-91, and 98 percent in 1991-92 and 1992-93.

° Participation rates for parenting education were a little lower: 88
percentin 1989-90, 94 percentin 1990-91, 93 percentin 1991-92,
and 95 percent in 1992-93.

At the beginning of Even Start, participation rates were low {or adult
education; 54 percent in 1989-90. This was due, in part, to
misunderstandings about the definition of legitimate adult education
services as well as problems convincing adults to participate on a
regular basis. The Department of Education and local projects
worked hard to increase these rates to 80 percent in 1990-91, 90
percent in 1991-92, and 91 percrnt in 1992-93.

Even Start 244 Summary and Conclusions




* The percentage of families participating in all three core services
increased steadily over the four years of the study, from 46 percent
to 75 percent to 84 percent to 86 percent.

Amount of Core Services Received. The typical Even Start family received core services
in seven different months during their period of enroliment in Even Start.

. The total amount of service received by the average family is 107
hours for adult education (median of 41 hours), 58 hours for
parenting education (median of 29 hours), and 232 hours for early
childhood education (median of 102 hours). There is great variation
in these numbers across projects.

] On a monthly basis, the average Even Start family received 13.5
hours of adult education {median of 9 hours), 6.5 hours of parenting
education (median of 4 hours), and 26 hours of early childhood
education (median of 14 hours).

There is a clear relationship between amount of early childhood education and age of
child. The average Even Start child less than one year of age received 15.5 hours per
month. One-year-olds received 14.3 hours per month, two-year-oids received 20.0 hours
per month, three-year-olds received 29.2 hours per month, and four-year-olds received
35.5 hours per month (this is about 25 percent less than the average amount of early
childhood education received by Head Start children).

Relationship Between Home-Based Services, Retention, and Amount of Service. There
is a strong positive relationship between the amount of home-based service provided by
a project and retention/participation in Even Start. Program retention, defined as the
percentage of families participating in Even Start for six or more months, increases from
about 40 percent in projects that provided no home-based services, to about 70 percent
in projects that provided two-thirds or more of their services in the home. At the same
time that retention is improved, hours of service are decreased in projects that emphasize
home-based instruction. That is, the average hours of instruction per month received by
participating families decreased as the amount of home-based instruction increased. It
is easy to have high amounts of instruction in a center-based early childhood program
where children participate as a grcup, while a home-based program which includes one-
on-one instruction rarely will be able to provide more than one or two hours per week.

Effects of Even Start on Scrvices Received

Our ability to attribute any observed changes in adults or children to Even Start as
opposed to other factors is dependent on the extent to which Even Start has been able
to increase families’ participation in the three core service areas over what it would have
been in the absence of Even Start. Data from this study show that Even Start has
substantially increased participation rates in the three core service areas.
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° We estimate that without Even Start, 30 to 40 percent of the Even
Start population would take part in adult education. This is
substantially less than the 91 percent participation rate achieved for
Even Start families during the 1992-93 program year.

. For parenting education, participation increases from 8 percent
without Even Start to 85 percent for families in Even Start.

] For early childhood education, participation rates are estimated to be

about 60 percent in the absence of Even Start and 98 percent for
families in Even Start.

These increases in service levels indicate that Even Start projects achieved the important
step 6f ensuring that program services actually were received by participating families.

Effects of Even Start on Children

Children in Even Start acquired school readiness skills earlier than their counterparts in a
control group. Further, children of adults with high amounts of exposure to parenting

education classes jained more on a vocabulary test than children of adults with less
exposure to parenting education.

School Readiness. The PreSchool Inventory (PSI) measures school readiness skills (e.g.,
shapes, colors, sizes) and we expect children’s scores on the PSI to improve with age,
simply as a function of maturation. Based on data collected through the NEIS (and from
many other studies that have used the PSI), we know that children’s PSI scores increase
by about .40 items per month due to normal maturation.

. By participating in Even Start, children’s PSI scores increased at
more than double the expected rate, by .91 items per month.

. Data from the In-Depth Study show that Even Start children gained

more than control group children during their early participation in
the program.

L However, follow-up measurements show that after 18 months
control group children caught up with their Even Start counterparts,
both because control group children enrolled in preschool or
kindergarten, and because some Even Start children no longer
participated in an Even Start early childhood program.

Data from the NEIS show a positive relationship between amount of
participation in early childhood education and gains on the PSI.

When they were three or four years of age, Even Start children were more likely than
control group children to participate in early childhood education programs. Because of
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this, they showed an accelerated rate of learning on the PSI, suggesting that they learned
basic concepts and precursors of kindergarten skills at an earlier age than they would
have in the absence of the program. However, as control group children reached four and
five years of age they, too, enrolled in preschool or reached public school age. At that
point, they learned many of the same skills that Even Start children had learned at a
younger age. What is not known is the long-term effect of the early boost in learning that
was experienced by Even Start children. It is possible that since Even Start children
learned readiness skills prior to entering the public schools, they may have progressed to
other skills during kindergarten.

Receptive Vocabulary. The Peabody Picture Vocabulary Test (PPVT) measures hearing
(receptive) vocabulary. Unlike the PSI, the PPVT has national norms. When given the
PPVT as a pretest, Even Start children averaged 80 standard score points. This

corresponds to the 9th percentile nationally and highlights the low verbal skills of children
at entry to Even Start.

When compared with national norms, data from the NEIS indicate that Even Start children
gained more than would be expected without the program; when posttested, they scored
at the 19th percentile nationally. However, the In-Depth Study shows that Even Start
children gained no more than their control group counterparts. As was the case for the
PSI, data from the NEIS demonstrate a positive relationship between amount of early
childhood education service and gains on the PPVT.

Emergent Literacy Skills. The Children’s Emergent Literacy Test (CELT) was developed
by Abt Associates for this evaluation because no existing measure of children’s emergent
literacy skills was ideally suited to the Even Start evaluation. The CELT includes items
assessing orientation and directionality of text, recognition or letters and punctuation, and
the purposes of reading. It was administered only in the In-Depth Study, and while Even
Start children gained a significant amount, there was no program impact because control
group children also gained on this measure.

Correlates of Child Effects. Greater exposure to early childhood education is associated
with greater gains for children on the PSI and PPVT. Just as important, and more relevant
to the special focus of Even Start, there is a statistically significant positive relationship
between the amount of time that parents spend in parenting education and their childrens’
PPVT scores. In particular, PPVT scores are expected to increase by 1.1 points for each
100 hours that a child participates in early childhood education and by an additional 1.4
points for each 100 hours that a parent participates in parenting education. Although this
finding is derived from a correlational (rather than experimental) analysis, it suggests that
the Even Start model has added benefits for children beyond the expected benefits that
are generally derived from a traditional early childhood education program.
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Effects of Even Start on Parent Literacy

Even Start helped many adults acquire a GED. While adults who participate in Even Start
achieved positive gains in functional literacy in reading, aduits in a control group also
achieved some gains.

GED Attainment. Many Even Start projects promote attainment of a high school diploma
or a high school equivalency diploma such as the GED certificate, as do most adult
education programs. The rationale for this goal is based upon a belief that a diploma or
GED increases an adult’s chances to find employment, provides opportunities for higher
wages, and improves the quality of life through enhanced self-esteem. However, GED
attainment is not an immediate or appropriate goal for all participants, nor is it emphasized
by all projects.

Even Start has a strong, positive effect on GED attainment. Data from both the In-Depth
Study and the NEIS lead to the same conclusion: Even Start has led to a substantial
increase in the percentage of adults attaining a GED.

. Across all Even Start projects, 8.3 percent of ali adults who entered
Even Start without a GED or diploma achieved one while
participating in adult education services.

. Data from the In-Depth Study show that 22.4 percent of Even Start
adults attained a GED compared to 5.7 percent of adults in control
group families.

Functional Literacy in Reading. Even Start projects may have been effective in improving
the functional literacy of participating adults but the results from this evaluation are not
conclusive.

o Data from the NEIS show that adults who participate in Even Start
achieve positive gains on the CASAS reading survey, gains which
are comparable or greater in size than those observed in other
studies of adult education programs.

. However, data from the In-Depth Study show that the gains of Even
Start adults are not significantly greater than the gains achieved by
a randomly assigned control group, so we cannot conclude that
Even Start has had a positive impact in this area.

® Even Start adults who spent large amounts of time in adult
education had greater CASAS gains than adults who spent small
amounts of time in adult education. This is the same relationship
that was seen between participation in early childhood education
and child-level gains on the PSI and PPVT.
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Reading/Writing in the Home. No measurable effects were detected over an 18-month
period on the extent to which parents read and write as part of their daily lives at home.

Effects of Even Start on Parenting Skills

Even Start did not measurably improve parenting skills in areas such as self-esteem,
depression, or positive parent/child interactions. This could be due to a weakness in our
ability to measure these areas, to generally positive parent responses and high self-ratings
at pretest, or to a lack of program effectiveness.

Parents’ Personal Skills. Parents’ personal sense of well-being, as measured by a sense
of mastery over their lives and a lack of depression, has been cited in the research
literature as being related to the nature and quality of parent-child and family
relationships. Data from the In-Depth Study did not reveal any effect of Even Start on
these variables. The prevalence of mothers with depressive symptoms as measured by
the CES-D scale was high among this group of families (46 percent of Even Start mothers
were classified as having high levels of depressive symptoms at the time of the pretest),

although this is no higher than what has been reported in other studies of low-income
women with small children.

Home Learning Environment. Several scales describing different aspects of the home
learning environment were included both in the In-Depth Study and in the NEIS {e.g.,
measures of learning activities in the home, teaching child at home, talking with child at
home, family rules, activities outside home, and the Parent As A Teacher scale). While
all variables showed small but significant positive changes on the NEIS, the in-Depth
Study found a positive program effect only on one scale: the number of reading materials
in the home. This scale measures the number of different types of reading materials
found in the home, e.g.. books, magazines, newspapers. This finding is consistent with
the observation that many Even Start projects make a concerted effort to increase the
number of reading materials in participants’ homes, either through loans or donations.

Parent-Child Reading Task. The In-Depth Study included a newly-developed measure of
parent-child reading interactions. The parent was asked to read a simple book to her child
while a trained observer used a pre-coded rating form to record five major aspects of
parent-child interactions: parent describes book to child, parent questions or responds to
child, child responds, parent’s general affect, and child’s general affect. There was no
effect of Even Start on any of the five areas of observation.

Parental Expectations. In both the In-Depth Study and the NEIS, parents were asked
questions about how well they expected their child to do in high school and the likelihood
that their child will graduate from high school. As is the case for such questions in most
studies, parents generally had high expectations for their children at the prctest. Even

Start significantly increased parental expectations as assessed by the NEIS but not the
In-Depth Study.
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Effects of Even Start on Families

The In-Depth Study included severa' measures of the effects of Even Start on participzting
families including their perceived social support, adequacy of financial resources, income
level and sources, an¢ employment status. The NEIS insiruments had questions about
income and employment. There were no significant program effects on any of these
measures. This is not surprising -- these areas are very difficult to change because they
are affected by circumstances beyond the control of the program, such as the local
economy and the availability of jobs. It is likely that longer interventions and other
positive short-term impacts will be required in order to achieve significant gains on these
measures.

While there are no effects for families on these quantifiable variables, Even Start
participants described a number of qualitative changes in their lives and the lives of their
children. Listening to the personal stories of program participants during focus groups
conducted in ten projects, it became apparent that parents saw positive changes in their
attitudes and skills. Parents described themselves as moving toward their goals of an
educaticnal certificate, getting a jcb and being a better parent. Given the entry status of
Even Start parents, it is reasonable that we do not see short-term changes in the distal
outcomes of increased employment and income.

Cost of Even Start

The federal cost per Even Start family declined over the life of the program, from $5,894
in 1989-90 to $3,669 in 1990-91, and again to $2,503 in 1991-92. This is due to
increases in the number of families served each year, indicating that over time, projects
have matured and become more efficiert. Even Start projects also obtain substantial
resources (e.g., matching funds, in-kind contributions, and the value of referred services),
in addition to their federal Even Start funds, in order to deliver appropriate services to
participating families.

. In 1991-92, the average of $2,503 in federal funding per family was
augmented by an average of $1,352 in other resources to arrive at
total resources of $3,865 per Even Start family. Thus, federal Even
Start funds comprise 65 percent of the total resources used per
family and other funds comiise 35 percent.

. Almost two-thirds (64 percent) of all resources were spent on the
direct provision of services: 31 percent for early childhood
education, 15 percent for adult education, 9 percent for parenting
education, axd 9 percent for support services.

. Funds also were spent for program administration and coordination
(14 percent), evaluation (10 percent), case management and
recruiting (4 percent), and for other functions (8 percent).
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Even Start costs vary tremendously across projects. As might be expected, projects that
serve large numbers of families do so at a lower cost per family. In particular, projects
that serve 100 or more families do so at a federal cost of $1,659 per family, while
projects that serve 30 or fewer families spend an average of $6,312 in federal Even Start
funds per family. Also, projects that delegate responsibility for providing core services
to cooperating agencies have a lower cost ($1,878 per family) than projects that retain
primary responsibility for providing core services {cost of $5,775 per family).

Implementation and Use of the Evaluation

Implementation of the Evaluation. The national Even Start evaluation was implemented
as a collaborative effort between staff at the U.S. Department of Education, the staff of
the evaluation contractors, and the stafi of each Even Start project. It was hoped that
a greater than usual levei of involvement by Even Start grantees would benefit the
evaluation through an increased investment and level of understanding on the part of
program implementers, and through a better appreciation of programmatic issues and
problems on the part of evaluation staff.

Responsibilities for the national evaluation were divided such that oversight came from
the Department of Education; design, analysis, reporting, and technical assistance as well
as data collection for the In-Depth Study were provided by the evaluation contractors; and
input to the design and analysis, interpretation of findings, and primary responsibility for
data collection for the NEIS were provided by local Even Start projects. To enable
projects to undertake their evaluation responsibilities, they were given additional grant
funds which were used to hire a local evaluator who helped interact with the national
evaluation, assisted with data collection, and sometirnes designed and conducted their
own local evaluation activities to supplement the national evaluation.

Staff from each Even Start project were involved in an early design meetir.g where
feedback was obtained on drafts of the data coilection forms, and where a working group
of Even Start project directors and local evaluators was established. Subsequent drafts
of data collection forms were shared first with the working groun, and then with all
project directors and local evaluators. Training sessions in administering the data
collection instruments were held for all Even Start projects; additional feedback on forms
and on data collection problems was provided through formal meetings, mailings, and
telephone-based technical assistance.

This approach was seen as experimental, and at the start of the evaluation it was unclear
whether local project staff would be willing and able to undertake a high-quality data
collection effort. After four years of experience, it is possible to draw the following
conclusions about the implementation of the evaluation.

. Many Even Start projects were comfortable with their role as data
collectors and were able to turn in high-quality data according to the

time schedule set forth for the evaluation. Others needed
substantial assistance in complying with the requirements of the
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evaluation, and several projects were not able to provide data
according to the hoped-for timetable.

. Most Even Start projects availed themselves of the evaluation
technical assistance provided by the evaluation contractor, and
would have preferred more.

® Data collection was done by local staff with a wide range of
backgrounds. In some cases, local evaluators did the data
collection. In others, project staff (e.g., case managers, early
childhood teachers) conducted the data collection.

. The arrangement to have data collected by local project staff has
the drawbacks of potential bias, lack of attention to important
details (e.g., matching family identification numbers over time), and
work-load conflicts between evaluation and programmatic activities.
The training and technical assistance provided by the national
contractor worked to ameliorate these problems. On balance, we
believe that the reliability of the data collection conducted under this
model is somewhat lower than what would be attained by trained
researchers, but that the response rates obtained by local staff are
probably higher than the response rates that would be obtained by
outside staff.

. There was great variability in the interest and ability of Even Start
grantees to collect data using a microcomputer-based system. This
system worked well for grantees with access to up-to-date
equipment and staff who understood the basics of computer
systems. Other grantees struggled and were frustrated with this
approach, leading to delays in the submission of data. Still others
were not able to use a computer-based system, and submitted data
on paper forms.

Use of the Evaluation. The evaluation was an integral part of Even Start’s development.
The Department of Education’s requirement to collect a standard set of data on the
characteristics of program participants, the operations of each project, and the effects of
Even Start led to implementation of an information system that ensured that grantees had
common definitions for key programmatic activities. For example, critical definitions such
as "Who counts as a program participant?™ and "What counts as a core service?" were
clarified by the ne2d to provide data for the evaluation.

Descriptive data from the evaluation identified achievements and confirmed that Even
Start projects served the intended population and that projects were successful in
establishing cooperative relationships with local organizations.

Data from the first year of the evaluation plus ongoing monitoring conducted by the

Department of Education discovered a need to revise the program’s eligibility requirements
so that a family was not terminated from participation when a parent acquired a CED or
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a child reached age eight. The legislation was changed so that a family may participate
in Even Start until all family members become ineligible.

Additionally, the evaluation discovered that a significant number of Even Start projects
had difficulty persuading adults to participate fully in adult education programs. This led
the Department of Education to issue non-regulatory guidance as well as provide technical
assistance in implementing adult education services for the range of skill levels among
Even Start families. Participation rates in the adult education component of Even Start
did rise over time, likely as a result of the.Department’s efforts and increased maturity on
the part of projects.

Finally, data from the NEIS were used by individual local projects in preparing local

evaluations, and proved to be instrumental in helping some projects gain approval by the
Department of Education’s. Program Effectiveness Panel.

Conclusions

We conclude this report by returning to a subset of the research questions that guided the
evaluation and briefly summarizing the answers to each question,

What are Even Start’s "best practices”? What types of projects or program elements
work best under what conditions?

While evaluating "best practices” directly was tievond the scope of this project, some
relevant conclusions can be drawn:

° Program retention is increased in projects that provide home-based
services. '
° More time spent receiving services is associated with greater gains

on literacy tests for adults and children.

Providing home-based services is a good way to increase retention. There is a strong,
positive relationship between the amount of home-based services and the length of
program participation. In all three core services, the proportion of families who stay in
the program more than six months goes up from 40 percent in projects with minimal
home-based se’vices to 70 percent in projects where a majority of services are provided
in the home.

A greater amount of exposure to Even Start’s core services (i.e. larger amounts of time
spent receiving core services) appears to have a positive impact on literacy outcomes for
children and adults. In other words, more time spent in early childhood education is
associated with greater school readiness and vocabulary gains for children, and more time
spent in adult education is associated with greater functional literacy gains for adults.
The findings about home-based services and amount of service exposure work against

each other, since it is difficult to deliver large amounts of instructiona!l service in a home-
based setting.
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Evaluating "best practices"” directly was beyond the scope of this evaluation. Anecdotal
reports from the In-Depth Study site visits identified many innovative instructional
strategies that were used with parents and children which could benefit from additional
research. Examples include:

° Using computers in adult education classrooms to write newsletters
sharing persona! experiences and program activities and to institute
a pen pal program with other Even Start projects.

] Incorporating newspapers into parenting and adult education classes
through daily discussions of current events, distributiori of free

Spanish-language papers, and written homework about newspaper
articles. ‘

° Integrating adult and early child education by having parents write
stories for their children and make books to read at home.

. Enhancing early childhood classrooms with signs and symbols to
foster emergent literacy skills.

° Hiring social workers to provide parenting education and staff
training.

° Using a team approach to staffing to facilitate integration of adult
and child curricula and instruction in the classroom and during home
visits.

How does the program compare to alternative programs addressing the same problem?
Is it more effective? How do the costs compare?

This question was not addrassed in the current evaluation. However, how Even Start
compares to alternative programs in cost and effectiveness is a question that has been

asked by researchers and policymakers over the course of the evaluation, and merits
further study.

What is the program’s impact on its target populatiorn and service delivery structure?

Even Start is not large enough to make an impact on its entire target population.
However, it has had a broad impact on individual families and many local service
communities.

Some limited, anecdotal information about Even Start’s impact on the local service
delivery structure was collected as part of the In-Depth Study. In that component of the
evaluation, project directors described how some school districts had incorporated aspects
of Even Start, such as home visits or parent involvement, into the district’s philosophy

-
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and approach. In order to gather more systematic data about community impacts, a
separate study focusing on that topic would be necessary.

Even Start is too small a program to make a major impact on its entire target population.
In spite of this caveat it is important to take note of several areas which indicate that
Even Start has had a broad impact. First, Even Start funding has grown substantially
each year since 1989. In a time of fiscal austerity, this is a clear and visible signal that
Even Start proponents have been able to make a convincing case for the benefits of their
program. Second, Even Start projects now exist in every state in the nation -- a further
indication of Even Start’'s widespread support. Third, anecdotal evidence shows that local
Even Start projects have generated a wealth of valuable and practical ideas about
implementing family literacy programs -- ideas which have helped other program
developers.

How well does the basic Even Start model work?

Even Start has been well-implemented over a period of years, leading to short-term
improvements in the lives of many aduits and their children. Based on the findings from
this evaluation, we can draw several conclusions about the viability of the basic Even
Start model:

° The model takes multiple years to fully implement. While
implementation is not easy, almost ali projects are able to offer all
three core services and multiple support services, to offer some
home-based services, and some services to parents and children
together, and to make appropriate collaborative arrangements with
local service providers.

° As they matured in their third and fourth years, Even Start projects
were able to use the same amount of resources to recruit and serve
about twice as many families as they served in their first year.

® The total amount {i.e., number of hours of participation) of core
instructional services received by participating families is important.
A larger amount of participation in core services is associated with
larger test gains for adults and children.

° Participation in adult education services led many Even Start adults
to attain a GED certificate.

* Participation in early childhood education led Even Start children to
attain school readiness skills sooner than they otherwise would
have.

° Greater parents’ participation in parenting education is related to

increases in their children’s vocabularies.
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. Even Start did not produce any measurable effects on parenting
skills, family resources, income, or employment.

Program retention is increased in projects that provide larger
amounts of home-based services.

The current evaluation has identified areas where Even Start has had short-term effects
on children and parents. However, in order to evaluate long-term effects on program
participants, a longitudinal study is required. For example, the long-term effect of Even
Start on children’s school behaviors and cognitive performance is a critical element in
assessing Even Start’s impact. To investigate this, a study is needed that follows Even

Start children into the public schools and collects information from teachers, parents, and
students.
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